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Abstract

The outcomes presented in this dissertation were motivated by a scarcity of research that
explores self-determination practices explicitly within inclusive classrooms. Three overarching
goals motivated my research. The first was to understand what inclusion teachers know and do in
relation to self-determination (Chapter 2). The second was to understand how their practices
align with existing knowledge about self-determination in the field (Chapter 3). Finally, I sought
to create an accessible, research-based tool tailored to inclusion teachers who seek to support
their students in developing self-determination skills (Chapter 4). To achieve these goals, I
designed an investigation using a case-study design that included ten inclusion teachers utilizing
semi-structured interviews to explore their beliefs and understandings of self-determination in
their classrooms. In Chapter 2, a descriptive study was conducted to analyze a subset of the
larger dataset that resulted in nine high-frequency themes (top quartile of themes referenced)
drawn from the interviews. These themes fall into one of two categories: Practices to support
student behavior and Colleague collaboration, and have implications for how teachers can
readily implement strategies for supporting self-determination in their students. Chapter 3 builds
on findings from the first study to propose nine Self-Determination Quality Indicators for
Inclusion Classrooms and how they align with existing self-determination research. Lastly,
Chapter 4 proposes a teacher-accessible tool, the Quality Indicators of Inclusion
Classrooms (QIIC), designed to guide inclusion teachers as they reflect on their practices.
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CHAPTER I
EXPLORING TEACHERS’ PERCEPTIONS OF
SELF-DETERMINATION SUPPORTS IN INCLUSION CLASSROOMS
Problem of Practice
A scarcity of research currently exists which explores self-determination practices
explicitly within an inclusive classroom, despite researchers noting that "implementing selfdetermination interventions in inclusive, academic settings may lead to a more significant impact
on self-determination outcomes" (Shogren, Villarreal, Dowsett & Little, 2016, p. 30). Selfdetermination supports, which complement inclusion practices and help students to feel a sense
of agency and control over their outcomes, can improve all students' academic and psychological
outcomes, particularly students with disabilities (SWD) in inclusive classrooms. Education
policy mandates that SWD be educated in their least restrictive academic setting, which has led
to an increase in SWD learning in general education classrooms (McFarland et al., 2019).
However, the data on best practices for supporting SWD's success in inclusion settings is limited.
In particular, there have yet to be any prior studies on what inclusion teachers know and do to
support self-determination in their students in their least restrictive environment (LRE).
The exploration of self-determination in academic settings is robust. Therefore, for this
exploration, self-determination will be defined based on Field and Hoffman's (1994) definition:
"the ability to identify and achieve goals based on a foundation of knowing and valuing oneself."
(p. 164). With this definition in mind, constructing an inclusive learning environment that fosters
student self-determination has the potential to give SWD a sense of control and allows them to
make choices for themselves that impact their academic and social outcomes. This study was
designed to address a void in the research base related to the application of self-determination in
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inclusion settings from the perspective of special education teachers. To begin, we need more
data on what inclusion teachers know and do in relation to self-determination. Gaining this
insight is essential before we can create guidance and tools needed to support teachers in
implementing self-determination supports (Kleinert Harrison, Mills, Dueppen, & Trailor, 2014;
Shogren, Plotner, Palmer, Wehmeyer, & Paek, 2014; Shogren, McCart, Lyon, & Sailor, 2015;
Shogren et al., 2016). Teachers in inclusion classrooms balance a variety of responsibilities and
dynamics each day. Therefore, examining their experiences was a critical first step to filling this
gap in self-determination research. The existing literature is mainly quantitative, relying on
Likert-scale surveys of students, parents, and teachers to determine the presence of selfdetermination in SWD not specific to classroom settings (Shogren & Shaw, 2016; Shogren,
Villarreal, Dowsett & Little, 2016; Newman & Madaus, 2015). These studies did not include any
explorations of teachers’ perceptions of their understandings, practices, and experiences related
to self-determination. As primary stakeholders in their instructional practices, educator
participation in their work around self-determination is essential for effective change (Opertti &
Brady, 2011). The research described in this dissertation was designed to better understand the
application of self-determination in inclusion classrooms through an investigation of teacher
perceptions of their inclusion practices, extended the existing literature on self-determination to
include inclusion classroom teachers, and yielded an inclusion teacher specific selfdetermination tool.
Under the Individuals with Disabilities Education Act 2004 (IDEA 2004), federal policy
directs schools to provide students with disabilities (SWD) educational opportunities in their
LRE. LRE legislation aims to educate SWD in classrooms with their grade-level peers to the
maximum extent possible so that they can be less restricted or free from settings or educational
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practices that restrict their thoughts, actions, and abilities (IDEA, Section 300.114). Selfdetermination is the antidote to restrictive environments and is very much in keeping with the
spirit of federal legislation because it puts agency and choice in the hands of students. The overemphasis on LRE has increased the number of SWD in general education classrooms and the
portion of their school day spent there (Cramer, 2015). However, there needs to be more
guidance on what LRE looks like beyond a continuum of available placement options and
services. Self-determination is an approach that has promise in helping teachers to enact
environments that are less restrictive through their teaching practices.
According to federal reports, since 2000, the number of SWD educated 80% or more of
their school day in general education classrooms has increased by 17% (McFarland et al., 2019).
Inclusion settings are learning environments in which a child spends a portion, or all of their
school day, educated alongside their grade-level peers. According to Naraian (2016), an
inclusive learning environment takes an ability-based approach to school structures and
classroom practices to provide equitable support to SWD to minimize the adverse impact of their
disability when learning alongside their general education peers. In recent decades, school
systems' implementation of LRE has increased the number of SWD in inclusion classrooms,
compelling schools to re-evaluate their classroom learning environments to ensure their success.
The policy shift to truly educate students in their LRE calls for a more nuanced need to ensure
appropriate supports for SWD that goes beyond just placing them in new settings; it ought to
include the supports that teachers provide to students throughout their school day.
Inclusion education is a research-based approach in which educators presume student
competence by valuing, empowering, and supporting them to access and learn grade-level
curricula (Villa & Thousand, 2016). Educators achieve effective inclusion through collaboration
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with all school community members, including general education teachers, students, and
families. Inclusion classrooms are made up of students with and without disabilities and
generally have two teachers, one specializing in addressing the individualized needs of SWD.
Both general and special education teachers build educational supports into the classroom
environment to provide all learners with access to their grade-level curriculum. Teachers tailor
necessary supports to the individual needs of each student based on their strengths, needs, and
disability classification. Inclusion educators consider all accommodations SWD may benefit
from to access grade-level curriculum and provide access to the general education curriculum
through flexible instructional approaches. Strategies include collaborative teaching and learning,
mixed ability groupings, and cognitive and self-regulation skill instruction (Opertti & Brady,
2011). Incorporating this opportunity for skill development supports student growth as
independent learners within their LRE and can considerably impact outcomes for SWD.
Inclusive educators identify with the responsibility of several roles: determining student
learning needs, configuring professional roles, making curriculum decisions, and building
relationships with students (Naraian & Schlessinger, 2018). Studies identify best practices for
inclusive learning environments to support teachers in managing these various responsibilities.
For example, Villa and Thousand (2016) cited several best practices for inclusive classrooms that
fall under the umbrella of Student Empowerment and Natural Peer Support. The components of
this best practice emphasize that a part of inclusive education is to "provid[e] all students with
instruction and opportunities to practice self-determination in learning and goals setting" (p. 18),
and in doing so, students increase academic and social competence. Similarly, research has
indicated that students in inclusion classrooms, both with and without disabilities, should be
encouraged to develop self-determined characteristics (Shogren, McCart, Lyon, & Sailor, 2015).
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Therefore, a learning environment that meets the academic and psychological needs of one's selfdetermination is critical to an inclusive classroom, and what this may look like in practice should
be further explored.
Self-Determination Theory (SDT) asserts that inner human motivations naturally evolve
and satisfy three basic psychological needs: autonomy, competence, and relatedness (Deci &
Ryan, 1994). Education researchers have employed this theory to support students with and
without disabilities to develop the fundamental habits and characteristics needed to fulfill these
psychological needs. Intrinsic motivation is vital in education, impacting one's academic
achievement (Adamma, Ekwutosim, & Unamba, 2018; Kozina & Mleku, 2016). Current
research examines the benefits of self-determination in SWD, specifically in preparation for the
transition stages of their education (Petcu, Van Horn & Shogren, 2017; Shogren & Shaw, 2016),
measuring post-secondary outcomes (Chao & Chou, 2017; Shogren, Lee & Panko, 2017) and
effectiveness of interventions (Bartholomew, Test, Cooke, & Cease-Cook, 2015; Seong,
Wehmeyer, Palmer & Little, 2015). However, current research that reports outcomes for targeted
self-determination interventions are limited to class settings outside the general education
classroom or within specialized schools and not in inclusion settings (Aguilar & Aguilar, 2018;
Bartholomew, Test, Cooke & Cease-Cook, 2015; Flowers et al., 2018; Mumbardó-Adam,
Shogren, Guàrdia-Olmos & Giné, 2017; Seong, Wehmeyer, Palmer & Little, 2015). The positive
impact of self-determination on SWD is consistently evident in these studies, but the
consideration of self-determination practices within inclusion classrooms is limited. Given the
noted increasing influx of SWD educated in inclusion classrooms, there is a need for research to
reflect this representation of students and learning environment by determining the everyday
practices that support self-determination in SWD, specifically in inclusion classrooms.
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Field and Hoffman (2002) identified quality indicators of "educational programs that
promote self-determination" (Table 1.1), which Wehmeyer & Field (2007) recommended as a
tool to support schools and other programs in assessing their self-determination implementation
efforts. These nine indicators reflect building-wide efforts that promote self-determination. For
example, one quality indicator generically states, "Students, families, faculty, and staff are
provided with opportunities for choice." Examining how to provide SWD opportunities of choice
in inclusive classrooms could equip students with the skills necessary to foster success in their
LRE.
Table 1.1 Self-Determination Quality Indicators (Field & Hoffman 2002)

1

Knowledge, skills, and attitudes for self-determination are addressed in the
curriculum, in family support programs, and staff development.

2

Students, parents, and staff are involved participants in individualized
educational decision making and planning.

3

Students, families, faculty, and staff are provided with opportunities for
choice.

4

Students, families, faculty, and staff are encouraged to take appropriate risks.

5

Supportive relationships are encouraged.

6

Accommodations and supports for individual needs are provided.

7

Students, families, and staff have the opportunity to express themselves and
be understood.

8

Consequences for actions are predictable.

9

Self-determination is modeled throughout the school environment.

Field and Hoffman's indicators represented the primary stakeholders' voices across a
general academic program setting (students, teachers, administration). Developing a similar tool,
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specifically by valuing the voices of inclusion educators, guided by these indicators, could help
teachers develop inclusive learning environments that promote self-determination for SWD.
The present state of self-determination research concerning SWD highlights the
importance of self-determination within SWD and the long-term impacts in which it can have.
However, this literature primarily centers around transition and student preparation for postsecondary life rather than the everyday practices in inclusive classrooms. Due to the recent
escalation of the number of SWD in inclusion classrooms, future exploration into the teachers'
knowledge base and everyday practices in these classrooms is vital to determine and leverage the
practices available to support the development of self-determination in SWD.

Research Purpose
Barriers in current educational contexts include the lack of opportunities to promote selfdetermination in the classroom (Kleinert et al., 2014). Furthermore, there is a lack of exploration
into how inclusion educators can foster SWD's self-determination within their classrooms. The
purposeful incorporation of self-determined skills within the classroom can further support
student development. In this study, I seek to link what is already known about self-determination
and inclusive settings to inclusion teachers' perceptions in order to identify practices that foster
self-determination in SWD. There is an evident need for qualitative research that provides space
for teacher voices to be heard and to examine how they apply self-determination practices within
their inclusion teaching models. This type of data has yet to emerge through quantitative
approaches. As such, the purpose of this investigation is to (1) examine the experiences and
knowledge of inclusion classroom teachers as it pertains to self-determination (2) analyze these
outcomes to determine if they align with and confirm Field and Hoffman's original Self-
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Determination Quality Indicators (3) propose a resource to support teachers in inclusion
classrooms in fostering self-determination among their SWD.

Related Research
This research is grounded in Self-Determination Theory (SDT, Deci & Ryan, 1994),
which focuses on the conditions that support and impede the growth of one's self-motivation and
psychological development (Deci & Ryan, 2008). SDT asserts that inner human motivations
naturally evolve and are satisfied with the fulfillment of three basic psychological needs:
autonomy, competence, and relatedness (Deci & Ryan, 1994). According to this theoretical
construct, autonomy is when people behave out of their own volition and their actions are willful.
Competence is satisfied when a person feels they can overcome external challenges. Lastly,
relatedness is the internalization of relationships with external tasks and people, and the person
can feel a positive connection (Niemiec & Ryan, 2009). As humans develop, their intrinsic
motivations are increasingly impacted by experiences within their environment (Ryan & Deci,
2000). In order to become self-determined, and in-turn, intrinsically motivated, these three
psychological needs need to be fulfilled. A person's ability to fulfill these psychological needs
impacts their ability to pursue and achieve their goals. As prominent figures in the selfdetermination field, Deci and Ryan applied their theory across psychology disciplines, including
education.
This research is also guided by the Functional Model of Self-Determination (Figure 1.1;
Wehmeyer, 1999), which builds off of Deci & Ryan's theory to identify four essential
characteristics of self-determined behavior. According to this model, Wehmeyer indicates those
who are self-determined can (1) act autonomously in their decision-making, (2) self-regulate
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their responses to the surrounding environment with consideration to planning and decisionmaking, (3) act psychologically empowered in given situations in order to attain wanted
outcomes, and (4) act in a self-realizing manner in order to uphold a level of self-awareness
(Wehmeyer, Abery, Mithaug, & Stancliffe, 2003). The purpose of this model was to
operationally define components that promote the development of self-determination among
students, both with and without disabilities. Through the application of this model, research
determined that self-determination-rooted interventions increase one's self-determination
(Wehmeyer, Palmer, Shogren, Williams-Diehm, Soukup, 2013) and lead to positive postsecondary outcomes for SWD (Shogren, Wehmeyer, Palmer, Rifenbark, Little, 2015). The
functional model put forth by Wehmeyer and his subsequent studies involving SWD highlighted
the need for further exploration of supporting SWD in inclusive settings and provided a
foundation for this study. The current application of the functional model holds a primary focus
in supporting SWD in the transition phases of their education, with interventions taking place in
restricted settings. Further research into teacher understanding and practices that support the
growth of self-determination in SWD within the classroom enhances Wehmeyer's functional
model and grows the knowledge base of how to best support SWD in their least restrictive
learning environment, specifically inclusion classrooms.
Several studies that analyze data from the National Longitudinal Transition Study-2
(NLTS-2) will also guide my understanding of self-determination and its prolonged benefits for
SWD. The NLTS-2 was a federally funded ten-year longitudinal study conducted by the United
States Department of Education, focusing on secondary and post-secondary transitional
experiences of SWD who received special education services (Petcu et al., 2017). Analysis of
this data concluded that when SWD report characteristics of self-determined behavior, there is an
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increased likelihood of enrollment in vocational programs, 2-year (Petcu et al., 2017) and 4-year
universities (Shogren et al., 2017), as well as an increased likelihood of completing postsecondary education programs (Petcu et al., 2017) and living independently (Shogren et al.,
2017). Self-determined characteristics within SWD also predicted academic achievement
(Shogren et al., 2016), employment possibilities, and job growth opportunities (Shogren & Shaw,
2016). The quantitative analysis of this nationwide data set emphasizes the impact of selfdetermination characteristics in SWD. The execution of this qualitative study builds on the
knowledge of self-determination to include the stakeholders' beliefs, thoughts, and perceptions
(McMillan & Schumacher, 2001), which did not previously exist in the research landscape.
Research recognizes that students placed in more restrictive special education
environments have reported more opportunities to develop self-determination skills than students
in inclusive settings (Mumbardó-Adam et al., 2017). Though there is a gap in the literature that
explores how inclusion teachers can provide learning environments that foster self-determination
for SWD, some findings encourage using self-determination instruction embedded within
academic curricula. Research indicates SWD in middle school, grades 6th-8th (Cuenca-Carlino
& Mustian, 2013), and high school (Konrad, Clark & Test, 2017) benefit from writing programs
infused with self-determination skills. Findings demonstrated an increase in the quality of
writing and the development of student self-determination. Both writing programs integrated
specific writing strategies, including modeling and checklists, and targeted self-determination
instruction to promote students' self-awareness and development. Similar strategies were used in
science inquiry instruction to support high school SWD in accessing grade-level curriculum and
building self-determination skills (Miller, Doughty, & Krockover, 2015). These studies reveal
the positive impact of self-determination-based interventions on SWD concerning the growth of
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their self-determination and engagement with the curriculum. However, it is essential to note that
all three intervention-based studies occurred in a restrictive setting separate from the general
education classroom. The conclusions derived from these instructional interventions and the
quantitative analyses of NLTS-2 data reveal the significant long-term impact of selfdetermination in SWD. The analyses and conclusions from these studies illustrate the need for
self-determination-based support within inclusion classrooms and the need to diversify the
current research field to understand how to provide these supports in an inclusion classroom,
specifically at the middle school level.
Figure 1.1 A Functional Model of Self-Determination

Source: Wehmeyer (1999)
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Methods
My research design employed a qualitative approach to diversify and extend the existing
body of work on self-determination in inclusive educational settings. It bridges the gaps in
knowledge about how self-determination is applicable to inclusion teachers and students. If we
truly seek to restrict SWD less, we need more specificity in the behaviors and approaches that
teachers can and do employ to promote self-determination. Currently, there are no clear
guidelines or tools for how inclusion teachers can support their students to feel more empowered
and advocate for themselves through self-determination strategies. To investigate the problem of
practice, a case study design utilizing semi-structured interviews took place to gain an
understanding of teacher perceptions and practices in inclusion classrooms, which foster selfdetermination of SWD.
Case study approach was an appropriate methodology in this research design in order to
explore a predetermined topic, determine emergent themes (Grenier, 2010) and gauge
understanding of teacher perceptions in specific situations (Alshehry, 2018). Case study research
provides researchers with a qualitative understanding of a problem or impact of a predetermined
experience, which they are then responsible for interpreting (Harwati, 2019). Therefore, the use
of this methodology provided the researcher with the needed understanding of inclusion teacher
perceptions and practices of their instruction as relevant to self-determination. This was further
complemented by the implementation of semi-structured interviews, which include open-ended
questions that encourage individualized responses from the participants based on their personal
experiences and knowledge (Creswell, 2012).
Research designed to garner teachers' beliefs and understandings of self-determination
and the practices that foster its growth served as a model for the design of this study (Bonner,
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Diehl, Trachtman, 2020; Lyons, Thompson, Timmons, 2016). More specifically, research that
conducts teacher interviews (Alshehry, 2018; Burridge & Carpenter, 2013; Grenier, 2010;
Özdemir, 2019) will guide the implementation of my research’s primary data source. Field and
Hoffman's (2002) quality indicators of educational programs that promote self-determination and
the best practices of inclusion classrooms identified by Villa and Thousand (2016) framed
interview questions to learn more about teacher understanding and classroom practices that foster
self-determination in inclusion classrooms.

Setting and Participants
In this project, participants were recruited through purposeful and convenience sampling.
Purposeful sampling allowed the researcher to engage with educators of inclusive settings to
explore and generate teaching practices that complement self-determination growth (Creswell,
2019). To be deemed eligible for this study, participants held a special education teaching license
and at the time of the interview taught in a New York City public school inclusion classroom in
one of the four core subject areas (ELA, Math, Science, Social Studies). Teachers who teach in
inclusion classrooms but do not hold a valid special education teaching license were ineligible
for this study. This criterion maintained the research's focus on SWD in the inclusive setting. As
mentioned, this study only included New York City public school teachers to promote reliability
within teacher responses, as all participants teach under the same special education city and state
guidelines. All participants had at least three years of teaching experience. This criterion ensured
that teachers' data was derived from their experience while welcoming into the study educators
from various stages in their teaching careers. In addition, all participants had experience teaching
in grades 5-8. These grades most appropriately built on current research of self-determination in
SWD and aligned with the commencement of the transition planning components of a students
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Individualized Education Program (IEP), as per state guidelines (8NYCRR 200.4 (viii), 2016).
Lastly, convenience sampling ensured access to eligible teachers across education communities
willing and available to participate (Creswell, 2012).

Recruitment
Recruitment occurred widely across education communities to attract a diverse sample of
teachers. Teachers were recruited via email through educational listserves available (see
Appendix A). Potential participants who expressed interest in the study completed a brief
electronic survey (see Appendix B) to ensure they met the eligibility criteria. Eligible
participants were contacted to set up a mutually agreed-upon time to conduct the interview. The
original proposal design indicated in-person interviews. However, due to the constraints of the
COVID-19 pandemic, all interviews were conducted virtually to ensure the safety of participants
and the researcher. Before the interview, participants received a copy of the interview questions
for their reference. Questions were provided ahead of time to stimulate the participant's recall of
their teaching experiences and encourage thoroughness of their interview responses. Before
starting the interview, each participant provided written consent to participate in the interview
and for their responses to be audio-recorded (Appendix C).

Data Collection
Ten public school inclusion educators who met the inclusion criteria agreed to participate
in this interview study. Semi-structured individual interviews were the primary method for
collecting data on participants' beliefs and understandings of self-determination and classroom
practices that support its growth. The research proposal for this study was approved by the
CUNY Institutional Review Board (IRB) in the summer of 2021 (Appendix D). Interviews were
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piloted in the summer of 2021 to determine the limitations and refine the questions (Turner,
2010). Data collection commenced over five months in the Fall of 2021. The proposed schedule
intended for the interviews to be completed in the winter of 2021. However, due to an uptick of
COVID-19 cases in the New York City Public schools, causing strains on timing and schedules,
final interviews took place in January 2022.
Each of the ten interviews lasted approximately 90 minutes at a time chosen by the
participant. All interviews were audio-recorded for transcription purposes and conducted over
zoom. The researcher followed the interview protocol to ask participants 20-25 open-ended
questions, accompanied by several probing questions (see Appendix E). This approach allowed
educators to share as much as they preferred and enabled researchers to follow up for
clarification (Turner, 2010). Interview questions aligned with the quality indicators for
promoting self-determination (Field & Hoffman, 2002) and Villa and Thousand's (2016) Student
Empowerment and Natural Peer Support checklist (Table 1.2) for inclusion classrooms to
understand teacher perceptions and practices which foster self-determination of SWD in
inclusion classrooms. Interview questions were designed in a purposeful order to elicit teacher
experiences and practices prior to asking them for their concrete understanding of selfdetermination. This strategy encouraged teachers to share what they inherently know as
professionals instead of attempting to make explicit connections to the theory of selfdetermination in their responses.
A reflective research journal (Appendix F) was an additional source of data collection to
store preliminary jottings throughout the data collection and transcription process. It
encompassed preliminary words or phrases for codes gathered during the data collection and
transcription. It also included analytic memos, which are recommended for solo researchers as
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they serve as a location for the researcher to converse with themself about the data collected
(Saldaña, 2019).
Table 1.2 Inclusive Education Best Practice #10: Student Empowerment and Natural Peer
Support (Villa & Thousand, 2016)
1

The school’s philosophy and mission statement clearly value and encourage student
self-determination and empowerment.

2

School staff deliberately attend to and promote positive social interactions among
students.

3

When needed, students’ IEPs include goals that help develop self-advocacy, selfdetermination, and independence skills.

4

Inside and outside of the classroom, general educators and support personnel structure
natural peer supports for students with and without disabilities who need support
before considering and providing support from adults.

5

Students are encouraged to advocate for themselves and others and receive support
and training to do so by attending and actively participating in meetings important to
themselves and their peers (e.g., IEP meetings, transition planning meetings, Section
504)

6

Students are deliberately and actively engaged as decision makers in classroom and
school affairs (e.g., determination of classroom rules and consequences, school
governance and decision making committees, parent-teacher-student conferences)

7

Students are explicitly taught the skills necessary to work in cooperative learning
groups and frequently work in cooperative learning groups where they engage in
shared learning and are interdependent upon and accountable for one another.

8

Students are explicitly taught the skills necessary to engage in same-age and crossage peer tutoring arrangements, in which students with and without disabilities have
opportunities to tutor other learners in their class and school. Peer tutoring
arrangements are widely used.

9

Students receive training and opportunities to learn how to use alternative and
augmentative communication systems (ACC) needed to communicate with
classmates who use these devices and systems.

10

Students are recruited, trained and serve as co-teachers alongside their adult teachers
in the school.
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Data Analysis
The researcher implemented line-by-line coding to analyze the data collected through the
transcriptions. Line-by-line coding measures were completed for each participant's
transcriptions. In the initial rounds of coding, in Vivo coding allowed the researcher and
subsequent analysis of findings to prioritize and value the participants' voices. This inductive
approach added value to the data collected by focusing on the terms and concepts directly used
by the participants to identify significant beliefs and practices, both voiced by individuals or
shared among participants (Saldaña, 2016). Each transcription underwent several rounds of
coding as themes emerged. The initial round of in Vivo coding focused on terms and concepts
directly referenced by the participants. The researcher's preliminary memos supported the
development of these initial codes. These memos focused and attended to significant responses
and repeated words or phrases used by the participants to develop preliminary terms and
concepts for the data. Initial codes organized by each participant can be found in Appendix G.
The total number of initial codes yielded (n=353) did not account for duplicates across
interviews. Subsequent rounds of inductive coding examined these initial codes across interviews
to merge duplicate codes and categorize codes by emerging themes. The review of codes across
all participants yielded 129 initial codes categorized into 25 preliminary groupings (Appendix
H).
Further review and revision of the initial codes supported the creation of 28 revised
themes (Appendix I). A review of these revised themes, researcher analytic memos, and further
review of transcriptions generated eight final categories. The coding manual guided the
determination of these eight categories (Appendix K). To support the analysis of these
categories, the researcher determined two areas of focus for teachers: "Practices to support
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student behavior" and "Colleague collaboration" (Table 1.6). Chapter 2 will further discuss the
themes identified in Table 1.3, focusing on the 25% most referenced in total frequency across all
interviews. The researcher established these parameters to maintain focus on how selfdetermination presents itself most in inclusion classrooms.
Table 1.3. Development of themes
Themes
(total frequency of references)

Categories

Focus of Practice
(Practices to support student behavior
or Colleague collaboration)

- Colleague collaboration with staff members (221)
- Schoolwide culture (159)
- Teacher knowledge of SDT (130)
- Inclusion practices (73)
- Teacher context (67)
- Professional developments (24)

Colleague
Collaboration

Colleague Collaboration

- Providing SWD individualized supports (186)
- Providing SWD opportunities for choice (183)
- Direct Communication with Students (147)
- Student awareness (130)
- Emphasis on whole student (121)
- IEP process (98)
- Monitoring student progress (88)
- Decision Making (83)

Student
Awareness

Practices to support student behavior

- Providing opportunity for student risk taking (244)

Risk Taking

Practices to support student behavior

- Supporting SWD in collaborative work (179)
- Relationship building (163)
- Student groupings (162)
- Peer supports (158)

Fostering
Relationships

Practices to support student behavior

- Supporting SWD in self-advocating (168)
- Student takes on teacher role (140)
- Independent access to supports (71)
- Student empowerment (50)

Promoting
Student
Independence

Practices to support student behavior

- Classroom expectations (105)
- Classroom culture (97)
- Colleague communication (41)

Communication
of Expectations

Colleague Collaboration

- Modeling of behaviors and expectations (250)

Modeling

Colleague Collaboration

- Barriers (Time, resources, COVID) (129)

Barriers

Colleague Collaboration
Practices to support student behavior
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Following the inductive coding approach, the implementation of a priori coding
determined how the initial concepts derived from the participants' voices aligned to the preestablished categories that guided this research (Saldaña, 2016, p. 175). Field & Hoffman's
(2002) nine quality indicators guided the emergence of themes a priori in this process (Patton,
2015). The themes presented in Table 1.3 were coded to align with Field and Hoffman's Quality
Indicators of Self-Determination (Table 1.4). This alignment was determined by the relationship
between the codes from the interviews and the language used in Field and Hoffman's quality
indicators and corresponding sample indicators. If a comment did not identify with any quality
indicators, it fell under the category "Other." Since Field and Hoffman's Self-determination
Quality Indicators guided the design of the interview questions, most of the categories naturally
fell under specific indicators. The three codes that fell under the category "Other" were time,
resources, and COVID. Further analysis of these codes, participant language, and researcher
notes revealed that these codes were present when participants identified barriers that kept them
from executing certain teaching practices. These barriers relate to the quality indicators as a
whole and will be further discussed in Chapter 2 and Chapter 3.
In the next step of the analysis, the researcher took each indicator and the subsequent
themes aligned to it and re-coded each of the nine quality indicators to determine subcategories
to guide the development of adapted sample indicators: researcher preliminary jottings and
analytic memos supported in this process. A sample of this process is exhibited in Appendix K.
These rounds of inductive coding supported the researcher in creating the language for and
developing quality indicators and sample indicators to support the growth of self-determination
of SWD in inclusion classrooms. These indicators, adapted from Field and Hoffman's original
indicators, are introduced in Chapter 3.
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Table 1.4. Coding of sub-themes
Quality Indicators (Field and Hoffman, 2002)
QI 1

QI 2

QI 3

QI 4

QI 5

QI 7

Accommodations and
Students, families &
supports for individual needs staff have opportunity
are provided
to express themselves
and be understood

QI 8
Consequences for
actions are
predictable

QI 9

Knowledge, skills and
attitudes for selfdetermination are
addressed in the
curriculum, family,
support programs and
staff development

Students, parents &
staff are involved
participants in
individualized
educational decision
making and planning

Students, families,
faculty and staff are
provided
opportunities for
choice

Students, families, faculty
& staff are encouraged to
take appropriate risk

Classroom culture

Decision making

Decision making

Classroom expectations Collaborative
work

Classroom culture

Direct
Classroom culture Colleague
communication with
Communication
students

Colleague
collaboration

IEP process

Providing choice

Risk-taking

Modeling
Behaviors and
expectations

Direct communication
with students

Emphasis on whole
student

Colleague
communication

Monitoring for
student progress

Student awareness Student empowerment

Peer supports

Independent access to
supports

Modeling Behaviors Colleague
and expectations
collaboration

Inclusion practices

Student awareness

Relationship
building

Individualized supports

Student awareness

Colleague
Communication

Professional
development
opportunities

Student
groupings

Student awareness

Student
empowerment

Emphasis on
whole student

Schoolwide culture

Students take
on teacher-role

Students selfadvocating

Individualized
supports

Revi Teacher knowledge
sed of Self-determination
the
mes

Supportive
Relationships
Encouraged

QI 6

Classroom
expectations

Self-determination is
modeled throughout
the School
Environment

Colleague
collaboration

Modeling
Behaviors and
expectations
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Lastly, the researcher developed the Self-determination Quality Indicators for Inclusion
Classrooms (QIIC) as a resource for inclusion teachers. The QIIC was developed to support
teachers of inclusion classrooms in fostering the growth of self-determination in their SWD. The
tool and suggested implementation are introduced in Chapter 4.
To support the credibility of the findings, triangulation of the multiple data sources
ensured a comprehensive analysis of findings (Patton, 1999). This triangulation considered data
collected from interview transcriptions, preliminary jottings codes identified in the research
journal, and analytic memos. Cross-checking the consistencies, or lack thereof, of the data,
collected allowed for deeper insight into how to support the growth of self-determination of
SWD in inclusion classrooms. This research intended to align the experience and knowledge
shared by the participating teachers with Field & Hoffman's quality indicators to identify best
practices specific to inclusion classrooms, which support the growth of student selfdetermination.
The following chapters are designed to identify first inclusion teachers’ beliefs and
understandings of self-determination in their classrooms and then explore how this data can
support inclusion teachers in their practice. Chapter 2 is designed for a research audience as it
analyzes the top quartile of themes from the broader dataset identified by inclusion teachers.
Analysis of findings focuses on participant voice when reflecting on self-determination
characteristics and how they manifest in their classrooms. Results yield how teachers can readily
implement strategies for supporting self-determination in their students. Chapter 3 provides
applicability to these outcomes for practitioners in the field by building on existing knowledge of
self-determination in academic settings, specifically in the current educational climate. This
practitioner-based article introduces nine Self-Determination Quality Indicators for Inclusion
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Classrooms and describes their particular importance due to the disruptions in education during
the COVID-19 pandemic. Lastly, Chapter 4 presents a synthesis of my investigation findings to
propose a teacher-accessible tool, the Quality Indicators of Inclusion Classrooms (QIIC),
designed to guide inclusion teachers as they reflect on their practices. The QIIC is designed to
help teachers establish goal-oriented classroom communities and ultimately shift their practices
to better support SWD in developing self-determination. Findings from my research have wide
applicability and will support researchers and practitioners who seek to increase agency and selfdetermination among our SWD as they learn in their LRE.
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CHAPTER II
SPECIAL EDUCATION TEACHERS’ PERCEPTIONS OF SELF-DETERMINATION
SUPPORTS IN INCLUSION CLASSROOMS
Abstract
Research has demonstrated that environments that support self-determination can improve
student academic and post-secondary outcomes, specifically for students with disabilities.
Currently, there is limited research on self-determination related to inclusion teachers’
perceptions and strategies related to self-determination. Using a semi-structured interview
protocol informed by extant research, followed by iterative data analytic techniques, this
qualitative case study explored inclusion teachers’ (n=10) most frequently held beliefs,
understandings, and practices related to self-determination in their inclusion classrooms.
Findings revealed that while inclusion teachers have a myriad of responses in relation to selfdetermination, the most commonly cited topics (top quartile) were represented in themes: (1)
teacher modeling of behaviors and expectations, (2) providing opportunity for student risktaking, (3) colleague collaboration amongst staff members, (4) providing SWD individualized
supports, (5) providing SWD opportunities for choice, (6) supporting SWD in collaborative
work, and (7) supporting SWD in self-advocating.
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Over the last two decades, the number of students with disabilities (SWD)
educated in general education classrooms has consistently trended upward. In the United States,
specifically, the National Center for Education Statistics reports that since 2000 the number of
SWD educated 80% or more of their school day in general education classrooms has increased
by 17% (Hussar et al., 2020). This shift is attributed to school districts’ interpretation of federal
policy that directs public schools to provide SWD educational opportunities in their Least
Restrictive Environment (LRE). LRE aims to educate SWD in classrooms with their grade-level
peers to the maximum extent possible when providing appropriate support and accommodations
(IDEA, 2004). A less restrictive learning environment includes classrooms that encourage
independence among SWD. Such classrooms would empower students to advocate for
themselves, engage in goal setting, and encourage students to be contributing members of the
classroom community. When students receive this support, they are said to engage in selfdetermination practices. Furthermore, it would be ideal if all teachers knew how to educate
students in LRE through the lens of self-determination would promote these characteristics in
students. While there is research on indicators of self-determination generally at the school or
program level (Field & Hoffman, 2002), we do not know the extent to which special education
teachers leverage self-determination as a support for SWD. Given that most SWD are now
placed in inclusion classrooms, the time has come to move from focusing on the physical
placement of SWD in inclusion classrooms to the actual instructional practices of teachers that
reduce restrictions and increase independence.
A vast amount of research links the positive impact of self-determination characteristics
on SWD, particularly student preparation for the transition stages of their education (Petcu, Van
Horn & Shogren, 2017), post-secondary outcomes (Chao & Chou, 2017), and academic
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achievement (Shogren et al., 2016). To support schools in embedding practices that foster selfdetermination across their school culture, Field and Hoffman (2002) developed quality indicators
of self-determination in academic program-wide settings (Table 2.1). These indicators utilize the
various community members to foster self-determination in dynamic educational settings for the
general education population. However, it is not known to what extent these self-determination
indicators have applicability within inclusive classrooms by teachers working with SWD.
Therefore, more research is needed to consider how self-determination is specifically represented
by teachers in inclusion settings.
Table 2.1 Self-Determination Quality Indicators (QI, Field & Hoffman 2002)
QI 1

Knowledge, skills, and attitudes for self-determination are addressed in the
curriculum, in family support programs, and staff development.

QI 2

Students, parents, and staff are involved participants in individualized
educational decision making and planning.

QI 3

Students, families, faculty, and staff are provided with opportunities for
choice.

QI 4

Students, families, faculty, and staff are encouraged to take appropriate risks.

QI 5

Supportive relationships are encouraged.

QI 6

Accommodations and supports for individual needs are provided.

QI 7

Students, families, and staff have the opportunity to express themselves and
be understood.

QI 8

Consequences for actions are predictable.

QI 9

Self-determination is modeled throughout the school environment.

Re-interpreting Least Restrictive Environment
The Individuals with Disabilities Education Act (IDEA, 2004) is federal legislation that
provides and protects the rights of eligible students with special education services. IDEA is a
reauthorization of the Education for All Handicapped Children Act (EHA, 1975), which initially
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instituted the mandate that all children, despite disability, are entitled to a Free and Appropriate
Public Education (FAPE). The institution of FAPE, which still stands today, laid the groundwork
for the federal push to increase the inclusion of students with disabilities in general school
settings and classrooms. When reauthorized as IDEA, students eligible for special education
services were required to learn in their LRE, which to date has largely represented SWD being
placed in a classroom with their same-aged peers to the maximum extent possible. However,
given that most SWD are now placed in inclusion classrooms, the time has come to move from
focusing on the physical placement of SWD in inclusion classrooms to the actual instructional
practices of teachers that reduce restrictions and increase independence. IDEA defines LRE as
the least restrictive academic setting appropriate for students with a disability to access their
grade-level curriculum (IDEA, 2004). IEP teams may consider full-time or part-time in a general
education classroom with special education supports, a small-class setting with individualized
support among students with similar needs, or specialized placement outside the public school
setting. When considering one's LRE, IDEA Sec. 300.114 explicitly states:
(i) To the maximum extent appropriate, children with disabilities, including
children in public or private institutions or other care facilities, are educated
with children who are nondisabled; and
(ii) Special classes, separate schooling, or other removal of children with
disabilities from the regular educational environment occurs only if the nature
or severity of the disability is such that education in regular classes with the
use of supplementary aids and services cannot be achieved satisfactorily.
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LRE mandates that SWD are educated in the general education setting to the maximum
extent possible, as appropriate for each student. More specifically, this policy states that the
separation of SWD from their general education peers should only occur when the supports in
place within the general education classroom cannot support the students in accessing an
adequate educational experience. When considering one's LRE, these essential elements have led
to a shift in the classroom makeup of public educational settings, with more SWD educated
alongside their general education peers (Hussar et al., 2020). In order to truly lessen restrictions
on students and their learning environments, teachers ought to promote greater independence and
empowerment. Self-determination and the characteristics that make up a self-determined person
can support students in having more ownership over their learning and navigating the challenges
they face in these less restrictive settings.
The National Center for Educational Statistics (NCES) presents an annual report to the
United States Congress each year outlining various data points representing the nation's
educational system. The report included that 64% of SWD spend 80% or more of their school
day in general education classes. This statistic has increased by 17% since 2000 (Hussar et al.,
2020) and has consistently increased from prior NCES reports (McFarland et al., 2019). The shift
in policy has historically focused on a student's LRE as a placement decision that leads to the
delivery of services occurring more in inclusion classrooms. However, this shift necessitates
more than a change in a physical location, but a shift in mindset where SWD understand
themselves as a learner to advocate for themselves. This shift requires intervention on behalf of
the teacher, who can incorporate strategies that support SWD in being more self-determined.
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Inclusive Learning Environments
Educational researchers consider the general education classes that include SWD
referenced in the statistics above to be inclusion classrooms (Hussar et al., 2020; McFarland et
al., 2019). An inclusive learning environment provides opportunities for SWD to learn alongside
their general education peers (Naraian, 2016). As a research-based approach, inclusion
encourages educators to value student abilities and implement student-focused supports that
empower SWD to access grade-level standards (Villa & Thousand, 2016). Usually outlined in
student IEPs, these supports are embedded into classroom learning environments and tailored to
individual needs. To determine the appropriate supports, inclusion educators collaborate with the
other support staff in the classroom to identify appropriate accommodations, including teaching
models, opportunities to collaborate with peers, and direct academic and behavioral skill
instruction (Opertti & Brady, 2011).
Research suggests that SWD educated among their general education peers have higher
on-time graduation rates, post-secondary education enrollment, and employment than students in
self-contained classrooms (Theobald, Goldhaber, Gratz, & Holden 2019). Therefore, creating
inclusive classrooms that support and empower SWD is critical for their achievement and postsecondary success. Teachers in inclusion classrooms take on various responsibilities to create an
impactful learning environment. These responsibilities include determining student learning
needs, facilitating the professional roles of the other teachers and support staff in the classroom,
lesson design, and building rapport with students (Naraian & Schlessinger, 2018). Further
exploration is needed into these roles and experiences to more clearly define the specific
mechanisms within inclusive classrooms that support student success.
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Self-determination in Inclusion Classrooms
In order to better understand the ways in which inclusion teachers can support selfdetermined behaviors in their students, it would be useful to know what it is that they are
expected to do to support SWD. Villa and Thousand (2016) identified fifteen best practices to
support inclusion teachers in implementing their various roles and responsibilities (Table 2.2).
Table 2.2. The Inclusive Education Checklist: A Self-Assessment of Best Practices (Villa & Thousand, 2016)
1

Understanding what inclusion is and is not

2

Home-school-community collaboration

3

Administrative practices supportive of inclusive education

4

Refined roles and responsibilities of general educators; special educators, related services personnel,
English language learning and other specialists; and paraeducators

5

Collaborative planning and creative problem solving for school and post-secondary options

6

Co-teaching

7

Student-centered strength-based assessment

8

Strategies for facilitating access to general education curriculum

9

Differentiation of instruction

10

Student empowerment and peer supports

11

Multi-Tiered System of Supports (MTSS)/Response to Instruction and Intervention (RtI²)

12

Positive behavioral supports

13

Integrated delivery of related services

14

Transition planning

15

Site-based continuous planning for sustainability of inclusive education best practices

These practices include a general understanding of inclusion, navigating the various
collaborative relationships, and techniques to support specialized instruction and interventions
for SWD. One, in particular, Student Empowerment and Natural Peer Support, directly connects
to supporting self-determination among students. Villa and Thousand further described this best
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practice as having fifteen guiding indicators (Table 2.3) that are also often associated with selfdetermination. These practices encourage inclusion teachers to provide space for students to
practice their self-determination through direct instruction and goal setting to foster academic
achievement and social competence.
A synthesis of the self-determination indicators by Field and Hoffman and inclusive
education best practices by Villa & Thousand helped to guide this study that explored how
teachers in inclusion classrooms foster self-determination growth in their SWD in their LRE.

Table 2.3. Inclusive Education Best Practice #10: Student Empowerment and Natural Peer Support
(Villa & Thousand, 2016)
1

The school’s philosophy and mission statement clearly value and encourage student self-determination and
empowerment.

2

School staff deliberately attend to and promote positive social interactions among students.

3

When needed, students’ IEPs include goals that help develop self-advocacy, self-determination, and independence
skills.

4

Inside and outside of the classroom, general educators and support personnel structure natural peer supports for
students with and without disabilities who need support before considering and providing support from adults.

5

Students are encouraged to advocate for themselves and others and receive support and training to do so by
attending and actively participating in meetings important to themselves and their peers (e.g., IEP meetings,
transition planning meetings, Section 504)

6

Students are deliberately and actively engaged as decision makers in classroom and school affairs (e.g.,
determination of classroom rules and consequences, school governance and decision making committees, parentteacher-student conferences)

7

Students are explicitly taught the skills necessary to work in cooperative learning groups and frequently work in
cooperative learning groups where they engage in shared learning and are interdependent upon and accountable
for one another.

8

Students are explicitly taught the skills necessary to engage in same-age and cross-age peer tutoring arrangements,
in which students with and without disabilities have opportunities to tutor other learners in their class and school.
Peer tutoring arrangements are widely used.

9

Students receive training and opportunities to learn how to use alternative and augmentative communication
systems (ACC) needed to communicate with classmates who use these devices and systems.

10

Students are recruited, trained and serve as co-teachers alongside their adult teachers in the school.
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Theoretical Framework
Since its inception, Self-determination Theory (SDT) has focused on the role of intrinsic
and extrinsic motivation in a person’s actions. Its development has revolved around the
conditions that support and impede the growth of one’s self-motivation and psychological
development (Deci & Ryan, 2008). Deci & Ryan proposed that one acquires self-determination
when three basic psychological needs are fulfilled: autonomy, competence, and relatedness (Deci
& Ryan, 1994). Over time, SDT further evolved to focus on how to functionally apply it to
promote the development of self-determination (Figure 2.1; Wehmeyer, 1999). Wehmeyer
described that those who are self-determined could (1) act autonomously, (2) self-regulate their
behaviors, (3) act psychologically empowered in given situations (4) act in a self-realizing
manner. According to Wehmeyer’s construct, those who act autonomously can make decisions
without the influence of external factors. Those who can self-regulate their behaviors
demonstrate an ability to make the necessary decisions to plan and problem-solve independently.
One who acts psychologically empowered believes that the behaviors they are capable of can
elicit wanted outcomes. Lastly, acting aware of oneself is exhibiting a self-realizing manner
(Wehmeyer, Abery, Mithaug, & Stancliffe, 2003). Experiences that incorporate these
characteristics foster the development of self-determination.
Over time, the definition of this motivational theory evolved when applied to various
domains. In order to maintain the focus of this research as it pertains to SWD in the academic
setting, self-determination was defined based on Field and Hoffman’s (1994) interpretation: “the
ability to identify and achieve goals based on a foundation of knowing and valuing oneself.” (p.
164).
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Figure 2.1. A Functional Model of Self-Determination

Source: Wehmeyer (1999)

The current educational research landscape includes the use of SDT to explore the
motivation of students both with and without disabilities, specifically measuring students' levels
of self-determination based on environmental factors and the effectiveness of self-determinationguided interventions during the transition planning phase of education (Aguilar & Aguilar, 2018;
Wehmeyer et al., 2013). Furthermore, several studies have identified the positive impact of selfdetermination on SWD post-secondary outcomes, such as academic achievement (Chao & Chou,
2017), student enrollment in academic programs (Newman & Madaus, 2015), and employment
(Shogren, Lee & Panko, 2017). These research outcomes highlight the benefits of selfdetermination characteristics in the academic setting, particularly with SWD.
Classroom environments that foster autonomy, self-regulation, student empowerment,
and student awareness impact one's self-determined behavior and level of engagement within the
setting (Wehmeyer, 1999; Niemiec & Ryan, 2009), which is particularly salient for SWD in
inclusion settings. Additionally, research has found that students in inclusion classrooms, both
with and without disabilities, want to develop self-determined characteristics (Shogren, McCart,
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Lyon, & Sailor, 2015). Learning environments that meet students' academic and psychological
needs strengthen the inclusive classroom. In an effort to move beyond classroom placement in
LREs for SWD to better understand teachers' perceptions of how they support selfdetermination, this study utilized both prior research and theory on self-determination to explore
the landscape as it pertains to inclusion teachers and how they foster the growth of selfdetermination for SWD.
Research Questions
In order to foster the growth of self-determination in SWD placed in inclusion
classrooms, a better understanding of teachers' perceptions and practices which foster the selfdetermination of SWD was needed. The purpose of this study is to identify the most common
themes related to self-determination cited by inclusion teachers. The following research
questions guided this work to explore inclusion teachers' perceptions of the support in their
classrooms which promote self-determination in their students:
RQ1: When asked about their perceptions and practices related to self-determination,
what themes do inclusion teachers cite most frequently?
RQ2: What do the most commonly cited themes related to self-determination reveal
about how inclusion teachers can support students with disabilities?
Methodology
For this investigation, a subset of data (top quartile of cited themes) was drawn from a
more extensive study (including 121 concepts) and iteratively analyzed to reveal inclusion
teachers' perceptions of their work that supported self-determination in inclusion classrooms.
The researcher focused on this top quartile of themes to hone in on the most relevant and shared
experiences and practices inclusion teachers identified. Participants were recruited through
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purposeful sampling to ensure that inclusion educators' knowledge and experiences were
adequately explored. Special educators were selected for participation because of their
familiarity with the concept of self-determination as applied to inclusive classrooms. In contrast
with prior studies generally exploring self-determination in programs and schools, this study
only included New York City public school special education teachers who taught in grades 5-8
in inclusion classrooms and held special education teaching licenses. Ten inclusion teachers
(n=10) participated in a semi-structured interview protocol generated from synthesizing the
extant literature on self-determination and inclusive best practices (Table 2.4). Among
participants with three to twenty years of experience in special education settings, some taught or
provided services through co-teaching (n= 7), push-in services (n=2), or a combination of both
(n=1). They covered all the content areas, including ELA, Math, Science, and Social Studies. For
this study, co-teach services were identified when an inclusion teacher taught alongside a general
education teacher throughout the school day. In addition, push-in services were identified when
the inclusion teacher would go into different general education classes throughout the day to
provide supports to specific SWD in the general education classroom.
An interview protocol (see Appendix E) was developed to reflect both the SelfDetermination Quality Indicators (Field & Hoffman, 2002) and Villa and Thousand's (2016)
Student Empowerment and Natural Peer Support checklist for inclusion classrooms to
understand teacher perceptions and practices which foster self-determination of SWD in
inclusion classes. The semi-structured interviews were designed to elicit responses in the
following areas: teacher background, experiences and practices in inclusion classrooms,
interactions with classroom staff, and understandings and beliefs about self-determination.
Though this study reported on a subset of data, the findings reported were the result of analyses
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informed by the entire research process (review of literature, study design, interviews, and data
collection) and avoid excluding salient information.

Table 2.4. Interview Participants
Participant

Years
Teaching

Years as Special
Educator

Grade
Level

Current
Inclusion Placement

T1

10

10

6th

●

Co-teach (ELA)

T2

20

10

6th

●

Push-in Services (ELA & Math)

T3

16

16

7th

●
●

Co-Teach (Math)
Push-in Services (ELA & Math)

T4

14

10

5th

●
●

Push-in Services
IEP coordinator

T5

11

11

8th

●

Co-teach (ELA, Math, Science & Social
Studies)

T6

20

20

8th

●

Co-teach (Math)

T7

3

3

5th

●

Co-teach (ELA, Math, Science & Social
Studies)

T8

20

10

8th

●

Co-teach (ELA)

T9

15

14

6th

●

Co-teach (ELA, Math, Science & Social
Studies)

T10

8

8

8th

●

Co-teach (Science)

A combination of in Vivo and a priori coding guided the analysis to determine how initial
concepts derived from the participants' voices align with the pre-established categories that
guided this research (Saldaña, 2016). Through line-by-line coding, each transcription underwent
several rounds of coding as themes emerged to yield a broader dataset further refined through
iterative data analyses. The first step of in Vivo coding focused on terms and concepts directly
referenced by the participants, which yielded a list of beliefs and practices. The researcher's
preliminary memos were used to support the development and categorization of initial codes
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(n=129, Appendix I). In the second step, these terms were sorted and grouped to create 28
themes (Appendix J). The 28 themes were generated based on a priori coding to elicit
information about self-determination specifically. In step 3 of this analysis, the researcher
determined two areas of focus for teachers, which the 28 themes fall under: "Practices to support
student behavior" or "Colleague collaboration." For the purpose of this research, "Practices to
support student behavior" is defined as teaching and classroom practices teachers can implement
to support SWD in developing their self-determination. Similarly, "Colleague collaboration" can
be defined as interactions, communication, and planning executed by the inclusion teacher with
other staff members in the classroom to support SWD in developing their self-determination.
In the last step, these themes were rank ordered based on the number of citations per
theme. In order to hone in on the most salient themes related to self-determination, the researcher
identified the top quartile of most cited categories as themes for final analyses (Table 2.5).
As part of the analytic coding, each teacher participant (T) was given a corresponding code (110) to distinguish between teacher transcriptions: T1, T2, T3, T4, T5, T6, T7, T8, T9, and T10.
To support the credibility of findings and ensure comprehensive analysis, triangulation of the
following multiple data sources occurred (Patton, 1999): interview transcriptions, preliminary
codes identified in the research journal, and researcher analytic memos (Appendix F).
This current study focuses on the most common themes identified within these interviews
and across the ten participants. The researcher established these parameters to focus on how selfdetermination presents itself most in inclusion classrooms. In order to answer RQ1 and identify
the most frequently cited themes, criteria were set to include the top quartile of themes
referenced (Table 2.5). This round of data analysis yielded seven themes: Teacher modeling of
behaviors and expectations, Providing opportunity for student risk-taking, Colleague

38
collaboration amongst staff members, Providing SWD individualized supports, Providing SWD
opportunities for choice, Supporting SWD in collaborative work, and Supporting SWD in selfadvocating. For RQ2, representative quotes from each theme are presented to uncover details
about inclusion teachers' perceptions and practices related to self-determination.

Table 2.5. Inclusion Teachers’ Most Frequently Cited Self-Determination Themes
Revised Themes
(total frequency of references)

Sample Excerpt

Focus of Practice
(Practices to support student
behavior or Colleague
collaboration)

- Teacher modeling of behaviors
and expectations (250)

We ourselves make mistakes
and we ourselves communicate to each other when we
make mistakes and the way we communicate to each
other is a model for the students.

Colleague collaboration

- Providing opportunity for
student risk taking (244)

I conference with students before we share-out
answers and I might say to them you have the right
answer. So they will then take that risk where they
wouldn’t normally raise their hand to participate.
They know they are right because I already
conferenced with them and told them so now they feel
confident to raise their hand to participate.

Practices to support student
behavior

- Colleague collaboration
amongst staff members (221)

Sometimes it would be about previewing the lessons
Colleague collaboration
with the other providers in the classroom and explaining
the options that were going to be made available to the
students.

- Providing SWD individualized
supports (186)

I try to make sure I am following the management needs
indicated on the IEP,
so that includes a lot of redirection, repeating of
directions and explaining assignments.

Practices to support student
behavior

- Providing SWD opportunities
for choice (183)

We will give them often opportunities to have different
options of where they are doing their independent
work or reading. So we have a lot of different seating
arrangements - flexible seating.

Practices to support student
behavior

- Supporting SWD in
collaborative work (179)

If it's a partnership or group work we assign roles so
the special education student is less likely to sit on the
sidelines.

Practices to support student
behavior

- Supporting SWD in selfadvocating (168)

To my co-teachers credit, we are always praising
students when they are advocating for themselves
regardless of how they are advocating for themselves.

Practices to support student
behavior
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Results
In order to answer the research questions, this investigation focused on a small subset of
data (frequently cited themes) drawn from a larger dataset (28 themes). Teacher perceptions of
the classroom practices to support SWD generated the following most commonly cited themes:
Teacher modeling of behaviors and expectations, Providing opportunity for student risk-taking,
Colleague collaboration amongst staff members, Providing SWD individualized supports,
Providing SWD opportunities for choice, Supporting SWD in collaborative work, and
Supporting SWD in self-advocating. The development of these themes is described below.
Teacher modeling of behaviors and expectations
Teacher modeling of behaviors and expectations was the participants' most commonly
cited theme a total of 250 times across the ten interviews. These references often responded to
questions that directly asked the participants how they modeled specific self-determinationrelated behaviors, such as: "How do you work with other staff in the classroom to model creating
and utilizing peer supports for the students?" Answers to these questions included teachers and
staff modeling how they respond when they make mistakes or modeling dialogue to support
students in asking for help from peers.
It was evident amongst participants that working with colleagues to model selfdetermined skills benefits SWD. Participants described techniques that included the modeling of
"communication in partnerships" (T1), "problem-solving strategies" (T6), "how we handled
mistakes" (T4) and navigating "choice-making" (T5). SWD benefited as "seeing the dialogue
between each other is key" (T2). The recurring code for this theme included modeling behaviors.
Participants identified the importance of SWD in inclusion classrooms acquiring skills to
develop their self-determination. These skills included advocating for needs, collaborating with
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peers, taking risks, and decision-making. Teachers found a common strategy to develop these
skills in their SWD was through teacher modeling of these behaviors. "I think what had the
biggest impact…was the modeling of risk-taking, the modeling of you know it is ok to 'not
know,' it's ok to ask for help" (T4). Through planned lessons or informal teachable moments,
teachers and other staff members in the classroom community can collaborate to model examples
that support students in visualizing abstract skills they are developing.
Teachers emphasized the benefits of transparency within the classroom community when
communicating with other staff in the room about the lesson or making other classroom-related
decisions. Participants shared that students benefit from seeing and hearing the teachers and staff
talk through decisions together. They believed this gave students the language needed to
advocate for themselves and interact with peers. Additionally, this strategy included and
highlighted the expertise of various members of the classroom community, such as related
service providers or paraprofessionals:
"Well, a lot of times, we would engage in model discussions, again with examples
and non-examples. We would interact in the moment, or if I know another staff
member has expertise on something, I would ask them for their input to show the
class we all had expertise and strengths and differences" (T1).
This approach models skills students are working on and puts a value on the various classroom
community members and how their skill sets can support SWD. The recurring code for this
theme was teacher modeling.
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Providing opportunity for student risk-taking
Providing opportunity for student risk-taking was cited 244 times across the ten
interviews. Participants spoke about SWD taking risks in their classrooms and how SWD are
supported in inclusion classrooms to take risks. For example, when recognizing that participating
is often a risk SWD struggle to engage in, one participant stated a strategy they would use:
"Sometimes it's as simple as announcing…I wish you all heard what so and so said when I know
they are not going to share. I think it's catching kids when they know what they are doing and
giving them that moment to really encourage them" (T2). Participants indicated how risk-taking
could look different for different SWD and emphasized the importance of supporting students to
navigate these situations. Participants recognized that "as the school year progresses, the trust
builds," but until then, the classroom community should encourage SWD "to take those risks and
make those mistakes in order build knowledge" (T4). Teachers believe that "direct conversations
with students" (T9), "modeling risk-taking" with colleagues (T2), and "making space for
mistakes" (T8) are strategies to create a safe classroom community that encourages SWD to take
risks. There was a consensus amongst participants that the more teachers named the risk,
discussed it, and adopted a plan to overcome it, the more likely students were to step out of their
comfort zones. Recurring codes for this theme include risk-taking, comfort zone, and
participation.
Colleague collaboration amongst staff members
Colleague collaboration among staff members was cited 221 times across the ten
interviews. Participants described the importance of leveraging colleague relationships within the
inclusion classroom community when promoting self-determination in SWD. Teachers believe
efforts to make all staff "a valued part of the teaching experience" (T3) and "communicating in
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advance is key" (T10) when building rapport with other professionals in your inclusion
classroom.
Teachers noted that a responsibility of teaching in an inclusion classroom includes efforts
to build rapport and working relationships with the various other adults that work in the
classroom. These adults include but are not limited to co-teachers, related services providers, and
paraprofessionals. One participant described how initial relationships were formed: "We both
acknowledged our strengths and weaknesses, and they work and balance each other out well. I
would say we also have similar priorities" (T7). It takes time and effort but yields positive
outcomes for SWD to leverage everyone's skill sets.
There will be related service providers present or behind the scenes supporting our SWD,
who are experts in their field in how to support the student. Though they might not be in the
classroom daily, maintaining lines of communication will ensure alignment of the various
supports SWD receive. When referencing this point, one participant emphasized its importance:
"So a few years ago, I had a student who was legally blind in one eye and almost so in the other.
And he had a vision teacher. So, first of all, taking the vision teacher's advice on this was key.
And with the FM unit, as well. Getting the hearing provider's advice, getting that teacher in the
classroom to model those supports" (T3).
Participants shared a common belief that establishing a rapport with all adults in the
classroom helps form a constructive learning environment where all staff expertise is utilized and
valued. Recurring codes for this theme include colleague relationships, adult relationships,
colleague collaboration, and teacher responsibilities.
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Providing SWD individualized supports
Providing SWD individualized supports was cited 186 times throughout the ten
interviews. Participants referenced these supports when discussing the implementation of IEPs
for the students in their classroom, specifically the students' management needs tailored to their
specific strengths and struggles. Teachers commonly listed graphic organizers, checklists,
preferential seating, pre-teaching material, and exemplar models of new material when providing
examples of these needs. The provision of these supports was second nature to the teachers in
their responses, as it is a primary aspect of their role and as these supports have already been predetermined to benefit the student by their IEP team. However, their implementation and impact
on supporting SWD as learners emerged from these interviews.
Though these supports may look different based on each student's needs, teachers
emphasized that SWD benefit from consistency. As shared, "Part of the practice is consistency.
So it's kind of like: this is the way things happen each day in this space. The resources, or how to
find the resources are the same" (T8). Teachers believe that when students are familiar with their
individualized learning tools, they are more likely to utilize them, with the ultimate goal of
accessing and engaging with them independently. One teacher described a goal for SWD is "to
be more self-sufficient and for us teachers to provide more ways to support their learning and to
provide space for them to do that" (T1). Consistently providing students with the individualized
supports designed for them supports their learning and promotes their independence as a student.
The key to getting them to this space was implementing these individualized supports with
fidelity and engaging in direct conversations with SWD to reflect on the supports they have been
provided and determine how they benefit the student. The idea of direct or explicit conversations
recurred across participants as a way to support SWD in understanding themselves and accessing
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supports. Teachers identified that these conversations could be formal conferences or in-themoment check-ins that inform both parties on how the student best learns and responds to
classroom supports. In describing a check-in with a SWD in their classroom, T8 revealed:
"and for [the student] to say, 'you gave me these options, but really what works
for me is something a little different' and then [as a teacher] just being open to the
possibilities, right? And encouraging them to find what works for them, as
opposed to forcing them to conform to the options that have been given to them. I
always like to see what they come up with because, to me that demonstrates
authentic learning, full ownership of the work."
The outcomes of these conversations will yield the knowledge needed to more efficiently support
our SWD in gaining awareness of themselves as learners and take promising steps toward "full
ownership of their work" as independent learners. Recurring codes for this theme include: IEP
management needs, managing student needs, individual student supports, and individualized
classroom practices, direct conversations.
Providing SWD opportunities for choice
Providing SWD opportunities for choice, which occurred 183 times across the ten
interviews, revealed that participants identified classroom practices and lessons that gave SWD
choices in whom students work with, how they approach a task, and how inclusion teachers
support SWD in navigating the choices available. Participant T3 described an example of this
when guiding her SWD in determining what was the best review station to visit during
independent work time: "So how should you choose the activity? You are not just choosing the
one you think is fun, but you are choosing one that is an area that you are still not strong in."
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Purposeful conversations like this support SWD in building their awareness as a student so that
when presented with a choice, they can make a meaningful decision that best suits them.
When discussing choice, half of the participants identified needing more planning time as
a barrier to them from providing more choice in their inclusion classrooms. When teachers heard
"providing choice" to students, they immediately thought of planning several different
assignments for students to choose from. However, it became clear in the discussion of their
practices that choice does not need to be synonymous with additional time and planning. It is
possible to embed practices into the regular daily routines teachers have each day, so the choice
is provided but does not require detailed preparation by the teacher. Examples of practices
mentioned were "choice boards" that provide a bank of prompts students are familiar with and
can choose from (T9), flexible seating options for where they can sit to complete specific tasks
(T7), selecting the texts they read (T2) or the type of review problems they want to try (T4). In
addition to allotting time to support students in making the right choice for themselves,
participants also emphasized the benefit of check-in with SWD to identify if their decision was a
good one in the end.
"If you feel it's not working then it's like ok, let's have a conversation. You chose
this thing, why did you feel this thing was going to work for you? And then how
did it actually work for you? And if it didn't work it's ok. Next time we might try
this other "thing" (T8).
These brief interactions normalize getting to know ourselves as learners, support SWD in this
process and put a value on the decisions they made and will make in the future. The discussion
of choice in inclusion classrooms emerged the importance of not only providing but guiding
SWD with the skills to make the best choice for them and reflecting on if, in the end, it worked
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for them. Recurring codes for this theme include: choice, providing choice, opportunities for
choice
Supporting SWD in collaborative work
Supporting SWD in collaborative work occurred 179 times across the ten interviews.
Participants identified that direct instruction and conversations to support students in preparing
for this work benefits them in engaging with peers collaboratively. Examples of this include
"explicit conversations about what makes you a good partner" (T2) and creating relatable entry
points for students to feel comfortable working with peers (T1). In addition, the consensus across
the interviews emphasized the importance of being thoughtful of how students were grouped and
not using only one strategy in pairing students (i.e., homogeneous or heterogeneous groupings).
Teachers shared the importance of "considering the whole student and what each one
contributes. Which includes the skills they have that are non-academic but critical in a coworking relationship" (T9) and then being direct with students about the strengths they are
providing to the group (T3).
Participants also emphasized the importance of fostering students' relationships to build
working relationships amongst peers and establish a classroom community. For teachers, this
looked like opportunities for SWD "to have moments to shine" (T8) and include lesson activities
and topics SWD "could really relate to so that we could…build the community" (T4). Teachers
recognize that dedicating space and time to foster relationships within the classroom supports
SWD in effectively collaborating with peers academically. A couple of teachers identified
school-wide initiatives which emphasize this community-building work. However, many
teachers identified smaller-scale strategies all teachers could implement, such as commitment to
a dedicated time each week for a team-building activity and opportunities for students to share
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about themselves with others. To further highlight the importance of fostering relationships
between SWD and their peers, one teacher summarized her experiences: "I think kids work
together and are nicer to one another once they learn more about each other" (T2).
Teachers identified that engaging in group work could be a struggle for SWD and a
perceived risk. It is the responsibility of teachers, and other adults in the classroom, to set
students up for success in these situations. These practices can include clear expectations for
group work, purposeful groupings of students, resources to guide students through collaborative
work, and diverse opportunities for students to build rapport with peers. Recurring codes for this
theme included: contributing members in group work, working collaboratively, group work.
Supporting SWD in self-advocating
The theme Supporting SWD in self-advocating occurred 168 times and emerged from the
interviews in both opportunities and supports inclusion teachers provided that promoted SWD to
self-advocate for their needs. An excerpt from one interview that depicts this is participant T8
emphasizing the need to consistently provide opportunities for and recognize when SWD
advocated: "we are always praising students when they are advocating for themselves regardless
of how they are advocating for themselves." Participants described this theme to "center mostly
around self-advocacy and [SWD] utilizing resources independently" (T10) and maintained
routines and procedures in class that complement this sentiment "so the students know what to
expect" (T1).
Each of the ten interviews indicated direct conversations with SWD as a strategy to
support students in understanding their needs. This strategy included space to self-reflect and
develop an awareness of what and how to self-advocate. These conversations supported SWD in
recognizing behavioral triggers and what supports they benefited from as learners. Participant T7
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emphasized this point, "It's a constant conversation with them, what do you need? what works
best for you?". These transparent conversations that the participants emphasized supported SWD
in being aware of themselves as learners and gaining the appropriate language to advocate for
their needs.
Additionally, teachers emphasized that these direct conversations provided an entry point
for teachers to work with students where they were developmentally with these skills. Possible
entry points for teachers included: serving as an advocate for the student, supporting the student
in reflecting on what they need, providing the space for the student to feel comfortable to selfadvocate, and practicing speaking up for what they believe they need. Recurring codes for this
theme included: student advocating and self-advocating.
Discussion
Research shows that SWD who exhibit the qualities of self-determination benefits,
specifically during transitional planning stages from middle school to high school (Petcu, Van
Horn & Shogren, 2017; Shogren & Shaw, 2016), and measuring post-secondary outcomes (Chao
& Chou, 2017; Shogren, Lee & Panko, 2017). Additionally, self-determination-based
interventions have proven to be effective in supporting student agency and academic skills
(Bartholomew, Test, Cooke, & Cease-Cook, 2015; Seong, Wehmeyer, Palmer & Little, 2015).
This study was designed to elicit inclusion teachers' voices to better understand practices they
employ to support SWD in developing self-determination. While dozens of categories emerged
related to self-determination perceptions and practices of inclusion teachers, seven themes
emerged as most prominent. These themes demonstrated that, when prompted, inclusion teachers
think about and engage in practices that support self-determination. Findings from this study
showed that the most frequently reported activities they engage in could be grouped into seven
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themes that closely match best practices for inclusive classrooms and quality indicators for
promoting self-determination. Their everyday practices are representative of self-determination
in ways that are both teacher-focused (Colleague collaboration) and student-focused (Practices to
support student behavior, Table 2.5). These findings can guide the work of inclusion teachers as
they strive to foster the growth of self-determination in their SWD.
Inclusion teachers are responsible for managing the many moving parts of an inclusive
classroom and the various professionals working together to support SWD to succeed (Naraian
& Schlessinger, 2018). Participant interviews emphasized the importance of collaborating with
colleagues to effectively manage the various classroom responsibilities, for example,
collaborating with general education co-teachers, related service providers, and paraprofessionals
to facilitate communication amongst these various professionals. This communication leverages
everyone's expertise in the classroom, a practice consistent with current recommendations for
inclusive classrooms (Villa & Thousand, 2016). Participants believed that establishing a learning
environment where colleagues collaborate efficiently and effectively provides the foundation for
consistently implementing practices, routines, and procedures that support self-determined
behaviors.
Teacher modeling was a common practice shared amongst participants to demonstrate
tangible examples of expected behaviors for SWD. Participants believed that collaborating with
the other staff members in the classroom to model these expectations, planned ahead of time or
in the moment, provided SWD with the language and strategies needed to develop skills such as
risk-taking, self-advocating, seeking support from peers, and making decisions. This finding
complements current research, which indicates that emphasis on these skills contributes to
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effective inclusive learning environments (Villa & Thousand, 2016) and supports students' selfdetermination development (Field & Hoffman, 2002).
Participants across all interviews identified practices in their classrooms that support
SWD in developing behaviors that complement self-determination. These behaviors included
risk-taking, decision-making, self-advocating, collaborating with peers, and independently
engaging with classroom supports. Teachers believed it beneficial to not only afford the
opportunities for SWD to engage in these behaviors but to provide explicit teacher guidance in
navigating these behaviors and space to reflect on them to support students independently
exhibiting behaviors and developing their self-determination. Direct instruction of skills and
space for reflection complement current self-determination research, which concludes that SWD
who receive self-determination targeted instruction or interventions demonstrate more significant
growth in their self-determination skills as compared to students with similar disabilities that did
not (Aguilar & Aguilar, 2018; Wehmeyer, Palmer, Shogren, Williams-Diehm & Soukup, 2013).
Participants believed that front-loading time with students to engage with behaviors deliberately
supports students to exhibit them independently and empowers them as members of their
classroom community (Murdoch, English, Hintz, & Tyson, 2020).
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CHAPTER III
FOSTERING SELF-DETERMINATION IN THE TIME OF COVID:
QUALITY INDICATORS FOR INCLUSION CLASSROOMS

With the COVID-19 pandemic still not entirely in our rearview mirror, the impact of the
virus, and the subsequent reality of online learning, have yet to be fully measured. However, an
initial exploration into the implications for students with disabilities (SWD) has indicated that
online learning posed more of a challenge to SWD than their non-disabled peers due to lack of,
or change in, structure and routine (Asbury et al., 2020; Toseeb et al., 2020). This drastic change
in routine limited the supports SWD received and disclosed a need to facilitate their transition
back to in-person learning (Santa-Cruz et al., 2022). Further support for SWD is needed as they
transition from remote learning and experience the lingering pandemic-related disruptions in
their education. Teachers of SWD, specifically in inclusion classrooms, have now been tasked
with supporting students to relearn the expectations of the everyday classroom experience and
what it means to be a contributing member of the classroom community.
Self-determination has long been indicated as a benefit for SWD and a possible means of
overcoming the challenges in post-pandemic education. During this unprecedented time in
education, adapting classroom routines and practices to foster student autonomy, self-regulation,
empowerment, and self-awareness have the potential to support students in this transition back to
in-person learning. With what may seem like an impossible task, teachers of SWD can use selfdetermination as the vehicle to overcome the obstacles and risks students face as they return to
the building and empower them as learners in this new chapter.
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Because of the increase of students with disabilities (SWD) in general education settings
(Hussar et al., 2020), a greater number of teachers are responsible for determining how they can
better support SWD to access the grade-level curriculum as engaged members of the classroom
community. In recent years teachers have also had to address the compounded disruptions in
education due to the COVID-19 pandemic. Inclusion teachers have the opportunity to support
SWD by developing their self-determination as they transition back into the classroom and
relearn how to work alongside their grade-level peers. When students are self-determined, they
can act independently to advocate and make decisions for their own needs and set accessible
goals they feel they can achieve. Self-determined students are not just placed in an inclusion
classroom; they must feel included in their inclusion classroom. In this article, I describe how
teachers can prepare for this new chapter of COVID-era schooling through nine Selfdetermination Quality Indicators for Inclusion Classroom Teachers (Table 3.1) teachers can
implement in their classrooms. These indicators consist of implementing specific practices and
routines tailored to this goal and collaborating with colleagues in the inclusive classrooms to
leverage educator expertise and student support.
Least Restrictive Environment and Inclusion Classrooms
The reauthorization of the Individuals with Disabilities Education Act (IDEA, 2004)
emphasized the need for schools to consider how to educate SWD in their Least Restrictive
Environment (LRE). According to IDEA, a student's LRE is the least restrictive academic setting
appropriate for a student to access their grade-level standards, with the ultimate goal of learning
alongside their grade-level peers to the maximum extent possible throughout the school day. It is
not surprising that over the past two decades, more teachers than ever are expected to support
SWD educated in inclusion classrooms. Since 2000, the national percentage of students educated
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80% or more of their school day in general education classrooms increased from 47% to 64%
(Hussar et al., 2020). With this in mind, how might inclusion educators leverage selfdetermination as the vehicle of support for SWD as they return from the most prominent
disruptions of pandemic learning?
Though not explicitly defined in IDEA (2004), inclusion classrooms are ideal settings to
provide an equitable and individualized education to support SWD learning alongside their
general education peers (Naraian, 2016). Because SWD educated in inclusion classrooms have
more positive post-secondary outcomes than SWD who are not (Theobald, Goldhaber, Gratz, &
Holden 2019), it is critical to reflect on how teachers can leverage this learning environment to
create the most impact. Self-determined behaviors have long been recognized to help SWD
thrive in their academics and during the transition periods of their education (Petcu et al., 2017;
Shogren et al., 2016). Classrooms that foster self-determination in SWD can positively impact
the individual students and the overall classroom environment. Inclusion teachers must balance
several responsibilities to sustain classroom academic and social-emotional learning (Naraian &
Schlessinger, 2018). Therefore, now more than ever, during this critical period of post-pandemic
education, inclusion teachers and their students may benefit from embedding self-determination
practices into their classroom communities.
Fostering self-determination in inclusion classrooms can benefit SWD during COVID-era
learning because many need to catch up on missed opportunities to develop skills for successful
academic, social, and emotional outcomes. Prior research shows that inclusion teachers perceive
and support self-determination among SWD in various ways (Tiffany-Salogub, 2022). They can
either promote student-focused practices (e.g., providing opportunities for student risk-taking,
self-advocacy, peer collaboration, & self-awareness) or teacher-focused behaviors (e.g.,
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modeling, setting expectations). Here, I build on knowledge about self-determination in inclusion
settings and consider how teachers can implement these practices in meaningful and practical
ways. I begin by describing Self-Determination Theory (SDT) and its integration into inclusion
classrooms. I then build on Field & Hoffman's Self-Determination Quality Indicators (2002) to
propose Self-determination Quality Indicators for Inclusion Classroom Teachers. I describe how
these indicators can be relevant and implemented in an inclusion classroom to provide
opportunities for SWD to develop autonomy over their work, build feelings of competence, and
acquire a connection and sense of belonging with their academics and those they work alongside.
Implementing said practices might empower students with tools for self-determination to have or
regain a sense of agency over their lives during a particularly challenging period in their
educational careers.
Self-Determination
SDT has a strong research base in the field of special education, specifically as it pertains
to its benefit on SWD. Since its inception, SDT has considered the conditions that strengthen or
interfere with one’s self-motivation and psychological development (Deci & Ryan, 2008).
Wheymeyer (1999), who often applied the model through the lens of SWD, determined that
those who exhibited self-determination (1) act autonomously, (2) self-regulate their behaviors,
(3) act psychologically empowered in given situations, (4) act in a self-realizing manner. Selfdetermination is a characteristic of a person that develops when they can act independently and
make decisions about their own life. They are the person that makes things happen in their own
lives and have the capabilities to set their own goals, understand the skills necessary to achieve
these goals, and believe they can achieve these goals. A self-determined person knows what they
want and how to get it. Establishing an inclusive classroom culture that embeds skills to develop
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Wheymeyer’s characteristics will support SWD to be self-determined members of their
classroom community.
Integrating self-determination practices into inclusive learning environments
As SWD transition back to the classroom, inclusion educators can embed self-determined
rooted practices and routines in their classroom culture to support SWD in developing as
students and community members. This shift in our teaching provides the space needed for SWD
to practice and develop self-determination skills. Field and Hoffman (2002) identified quality
indicators of educational programs that support self-determination. The purpose of these
indicators was to guide educational programs, such as schools, in establishing an environment
that fosters self-determination. Since these indicators were holistic in nature to address the selfdetermination of the various members of these educational communities, there was a need to
dive deeper into this existing work to identify how teachers of inclusion classrooms could apply
these understandings in the more concentrated settings they teach.
Table 3.1 below outlines nine quality indicators of self-determination practices to guide
inclusion teachers in their classroom communities. Though designed for all inclusion teachers in
general, the need for them deems glaring during this time of COVID, the return to in-person
learning, and the subsequent disruptions that have followed for schools. These indicators,
adapted from Field and Hoffman’s Self-Determination Quality Indicators (2002), resulted from
an exploration of self-determination practices in inclusion settings (Tiffany-Salogub, 2022). The
quality indicators (and sample indicators) outlined in Table 3.1 were drawn from research
findings conducted with inclusion educators. Each sample indicator represents how teachers
might observe or promote the quality indicator in an inclusion classroom. Since no two inclusion
classrooms are the same, these indicators guide special educators to reflect on their practices and
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shift their approach to better support SWD as appropriate for their class setting. Furthermore,
implementing these indicators can provide SWD the guidance and support they need as they
adjust to in-person and any new norms they must face due to COVID-era learning.
Table 3.1. Self-determination Quality Indicators for Inclusion Classroom Teachers (Tiffany-Salogub, 2022)

Quality Indicators
Quality Indicator #1: I demonstrate knowledge, skills and attitudes for self-determination in my inclusion
classroom routines, communication and planning.
Sample Indicators:
● All members of the classroom community contribute to developing and are familiar with consistent routines
and procedures that foster self-determination.
● Teachers and staff provide space and support for students to develop and exercise self-determination skills.
Quality Indicator #2: I engage students in conversations to build awareness of IEP supports and how they are
implemented within the inclusion classroom community.
Sample Indicators:
• Students are aware of what their IEP is, including the supports they are entitled to and what they look like in
the classroom.
• Teachers and staff provide space for students to reflect on their IEP supports throughout the year.
• Teachers and staff guide students in the practices of goal setting and reflection.
Quality Indicator #3: I provide students with opportunities for choice and ensure they are supported in their
decision making process.
Sample Indicators:
• Diverse opportunities for choice are embedded into the language and routines of the classroom.
• When completing academic tasks, students are given opportunities for choice in the process and/or outcomes
of the task.
• Teachers and staff provide opportunities for choice over types of seating and/or make up of partnerships and
groups.
• Teachers and staff teach into the decision making process, including space for reflection.
Quality Indicator #4: I develop and incorporate opportunities for students to engage in appropriate risk taking.
Sample Indicators:
• Teachers and staff employ consistent strategies and clear expectations to support students in participating in
the classroom community.
• Routines and space are provided to guide students in advocating for their needs.
• All members of the classroom community are empowered to identify and name risks themselves, or other
members of the classroom community are taking.
• The "mistakes" and "wrong answers" of teachers, staff and students are embraced as learning experiences for
the classroom community.
Quality Indicator #5: I promote a welcoming classroom environment and model supportive relationships.
Sample Indicators:
• Teachers provide opportunities for students to work collaboratively in groups or partnerships.
• Teachers and staff explicitly teach into expectations to prepare students for collaborating with peers.
• Teachers and staff create purposeful groupings that foster supportive relationships.
• The structural set up of the classroom fosters student and peer interaction.
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• Teachers and staff encourage students to take on the teacher role to support peers.
• Students are encouraged to seek peer support when clarification is needed.
Quality Indicator #6: I provide individualized accommodations and support students in accessing them
independently.
Sample Indicators:
• Individualized Education Programs (IEP), including management needs, are implemented.
• Classroom community routines and procedures are in place that guide and support students in independently
accessing accommodations and supports.
• Teachers and staff explicitly teach into the academic, behavioral and organizational accommodations and
supports provided.
• Teachers, staff and students engage in direct and reflective conversations as accommodations and supports
are introduced and implemented.
Quality Indicator #7: I encourage others to express themselves and be understood.
Sample Indicators:
• Teachers and staff provide diverse methods for students to express themselves.
• Rapport between the teachers, staff and students establishes a community which encourages members to
express themselves and be understood.
• Teachers and staff explicitly introduce and model strategies and language to support students in engaging with
peers and adults.
• Purposeful conversations occur between all members of the classroom community to build student awareness
of needs, and support them in self-reflection and advocating for themselves.
Quality Indicator #8: I make expectations explicit and understood by all members of the classroom community.
Sample Indicators:
• Expectations are communicated to students through multiple modalities.
• Behavioral plans and scaffolds are in place to support students in meeting expectations.
• Teachers and staff in the classroom are empowered to reference and model expectations for students.
• Protocols for when expectations are not met are clearly understood by all members of the classroom
community.
Quality Indicator #9: I model self-determination in my inclusive classroom community.
Sample Indicators:
• Teachers establish communication and rapport with staff and students to promote self-determination.
• Teachers and staff in the classroom purposefully model characteristics that promote self-determination.
• Time and space is provided for teachers, staff and students to reflect on and improve the classroom
community.

Self-determination Quality Indicators for Inclusion Classroom Teachers
Quality Indicator #1: I demonstrate knowledge, skills and attitudes for self-determination in my inclusion
classroom routines, communication and planning.
Sample Indicators:
● All members of the classroom community contribute to developing and are familiar with consistent routines and
procedures that foster self-determination.
● Teachers and staff provide space and support for students to develop and exercise self-determination skills.

An inclusion classroom is like a small town with roles and responsibilities carried out by
various community members. As a teacher in this classroom, we take on several roles; one of the
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most important is the facilitation of communication of classroom routines and procedures
between the various members of the classroom community. These members may include coteachers, related service providers, paraprofessionals, and students. Establishing routines and
procedures in the classroom that foster self-determination skills provide the structure students
initially need to build their independence in these areas. When all classroom community
members are familiar with these structures, as noted in this indicator, SWD benefit from their
reinforcement.
These structures can include routines for how to get started with an independent task or
procedures in how one advocates for and seeks out help independently. Inclusion teachers can
purposefully provide space and opportunity within the classroom for SWD to strengthen and
practice this skill through direct instruction of classroom routines and procedures and consistent
reinforcement. These opportunities for practice will promote student independence to regulate
how they approach challenges, plan, and problem-solve independently (Opertti & Brady, 2011).
The communication and direct instruction of routines and procedures in the classroom that
promote independence will support all staff members in reinforcing the established classroom
culture. As COVID-19 has changed what “school” looks like, it is essential to recognize the
change in or lack of structure SWD experienced. Since we are still educating our SWD through a
pandemic, it is hard to pinpoint exactly where the students experienced the most loss or how
much. However, establishing an inclusive classroom culture that promotes routines and
procedures to foster the development of self-determination will not only provide the structure
SWD have been missing but also support them to be empowered and engaged members of their
classroom community.
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__________________________________________________________________________________

Quality Indicator #2: I engage students in conversations to build awareness of IEP supports and how they are
implemented within the inclusion classroom community. . Sample Indicators:
● Students are aware of what their IEP is, including the supports they are entitled to and what they look like in the
classroom.
● Teachers and staff provide space for students to reflect on their IEP supports throughout the year.
● Teachers and staff guide students in the practices of goal setting and reflection.

Student IEPs possess a wealth of knowledge on how to educate our SWD based on their
individual needs. However, students are often unaware of the documents nor have a proper voice
in their implementation (Sanderson & Goldman, 2022). Space for reflection and discussions
between SWD and their teachers guides students in building awareness of their strengths and
needs as learners, a prime component of developing their self-realization and fostering selfdetermination (Wehmeyer, 2003). Teachers identified that these conversations should be direct
and purposeful to build students' understanding of accommodations in place for them. However,
also reflective, so students can assess the accommodations in place and voice their experiences
with them. Conferring with our SWD supports them in being active members of their IEP team,
as they can share how specific accommodations impacted them (Martin, Morehart, Lauzon &
Daviso, 2013).
Inclusion teachers balance various responsibilities limiting their time for additional tasks.
Therefore, we should strive for these purposeful interactions with our SWD to be embedded into
the teaching practices and classroom culture, leveraging the expertise and presence of all adults
who provide support in the classroom. These conversations are even more prevalent now, as
students' engagement with their accommodations have been disrupted due to the ongoing
pandemic. Teachers believe that providing this space to re-engage with their IEP
accommodations and bring understanding to their implementation welcomes SWD back to their
IEP team as active members who can reflect on and provide a voice to their needs.

63
__________________________________________________________________________________

Quality Indicator #3: I provide students with opportunities for choice and ensure they are supported in their
decision making process.
Sample Indicators:
● Diverse opportunities for choice are embedded into the language and routines of the classroom.
● When completing academic tasks, students are given opportunities for choice in the process and/or outcomes of
the task.
● Teachers and staff provide opportunities for choice over types of seating and/or make up of partnerships and
groups.
● Teachers and staff teach into the decision making process, including space for reflection.

Teachers can provide opportunities for choice to increase student autonomy over their
learning and strengthen their decision-making skills (De Meester, Van Duyse, Aelterman, De
Muynck, & Haerens, 2020). Teachers reported that the pandemic minimized opportunities for
choice and decision-making due to educators needing to conform to policies such as hybrid
learning and social distancing in school. Therefore, as we continue to learn in this pandemic era,
we must prioritize these practices to support students in being active members of their learning
process. A concern of busy teachers may be that providing different choices for students daily
can be time-consuming to plan. However, opportunities for choice can manifest in various ways
beyond simply providing two types of assignments to choose from but more embedded within
the classroom culture. Allowing students to choose what practice problems to solve
independently, which writing prompt to select, or where they physically sit to complete a specific
task are all examples that require minimal additional planning for the teacher. Consistently
presenting students with these small moments of choice increases the students' ownership over
their education.
However, teachers recognized that simply providing opportunities for choice is not
enough. SWD need direct support from their teachers in approaching and executing decisions
with their presented options. This support can include explicit instruction on approaching a
specific choice or general strategies students can reference across the unit or year to support
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them when faced with an option or decision. This guidance equips the students with the tools to
self-reflect on which choice better suits them for that specific situation. When teachers provide
and consistently refer to strategies throughout the unit or year, students can develop their
decision-making skills to become independent learners. SWD will also benefit from space to
reflect on their needs and interests and how those factors may impact their choice. How we
support SWD in their decision-making can vary based on the choice at hand, but defining the
options given to students, followed by support in navigating those choices, will provide students
with the practice of executing autonomy and building their self-determination (Wheymeyer,
1999).
__________________________________________________________________________________
Quality Indicator #4: I develop and incorporate opportunities for students to engage in appropriate risk taking.
Sample Indicators:
● Teachers and staff employ consistent strategies and clear expectations to support students in participating in the
classroom community.
● Routines and space are provided to guide students in advocating for their needs.
● All members of the classroom community are empowered to identify and name risks themselves, or other members
of the classroom community are taking.
● The "mistakes" and "wrong answers" of teachers, staff and students are embraced as learning experiences for the
classroom community.

SWD take risks each day they walk into our classroom. What this risk may look like
varies for each student, but it is important as educators to recognize the risks they take as
members of their classroom community. One could argue that students perceived risks in our
classrooms have compounded due to the disruptions in their education during COVID-19.
Alternating between in-person and remote learning and navigating different learning platforms
disrupted the norms familiar to students. As students return to the classroom, teachers must
reorient them to our classroom communities by guiding them through experiences of discomfort.
Teachers should identify these risks as they see them, name them when conferring with students,
and then guide students in overcoming their challenges. This guidance will support the self-
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determination development of our SWD as they step out of their comfort zone and re-develop a
sense of belonging in the classroom (Niemiec & Ryan, 2009).
Student participation in lessons was a common risk teachers identified for students with
disabilities. Therefore, establishing an environment that provides clear expectations for students
and strategies to support their participation will help students feel more welcome to engage.
Strategies include affirming student reasoning and answers before calling on them in a
discussion or giving them an explicit role when engaging in group work. These strategies will set
the student up for success, support their sense of belonging in the classroom, and improve their
ability to navigate these situations independently. Teachers should also establish a classroom
culture where mistakes are normalized, and students feel safe taking risks amongst their peers.
Teachers and staff in the classroom can be transparent about their own mistakes. Students can
learn when they see their teachers navigating through their own mistakes and begin redefining a
mistake from something wrong or scary to simply an aspect of the learning process.
__________________________________________________________________________________
Quality Indicator #5: I promote a welcoming classroom environment and model supportive relationships.
Sample Indicators:
● Teachers provide opportunities for students to work collaboratively in groups or partnerships.
● Teachers and staff explicitly teach into expectations to prepare students for collaborating with peers.
● Teachers and staff create purposeful groupings that foster supportive relationships.
● The structural set up of the classroom fosters student and peer interaction.
● Teachers and staff encourage students to take on the teacher role to support peers.
● Students are encouraged to seek peer support when clarification is needed.

Teacher establishment of a welcoming classroom community that promotes supportive
relationships among peers sets a foundation for inclusion classrooms to serve not just as a
physical placement, but a comfortable learning environment for SWD to thrive. Due to the
school closures and subsequent disruptions to in-person learning during the COVID-19
pandemic, there is a need for teachers of SWD to support the transition back into the classroom
(Santa-Cruz et al., 2022) and provide a welcoming classroom community that promotes student
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relationships has the potential to do so. Explicit instruction into behavioral expectations supports
students in developing their self-determination and ability to properly engage with peers (Zheng,
Gaumer, Erickson, Kingston & Noonan, 2014). Therefore teachers can further support students
through the purposeful creation of peer partnerships and groups. Teachers identified that there is
no one size fits all method for creating effective collaborative groups, as many factors come into
play. They are no longer married to one homogeneous vs. heterogeneous strategy. Teachers
consider the task, student personalities, and behavioral and academic strengths and struggles to
form collaborative partnerships or groups that empower students to work together. This
consideration of the whole student fosters supportive relationships among peers.
The physical setup of the classroom is also one to consider when bolstering student
interactions. Teachers identified this as a challenge with the ever-changing pandemic precautions
in place. However, when possible, the physical setup of the room, and the configuration of desks,
paired with how students are grouped, can support students in developing supportive
relationships with peers. When the physical setup of the room enables physical access for peers
to form constructive relationships, teachers can teach strategies that encourage students to utilize
their peers when needing clarification or help during a lesson. This direct instruction is
imperative for SWD to develop the skills necessary to access support independently. It also
promotes an environment where students are empowered to take on the teacher role to support
their peers. When provided with explicit strategies within this supportive learning environment,
SWD have the potential to both independently access peer support and leverage their strengths to
reciprocate. This emphasis on a welcoming classroom environment, focusing on peer
relationships, will facilitate a smoother transition for our SWD.
__________________________________________________________________________________
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Quality Indicator #6: I provide individualized accommodations and support students in accessing them
independently.
Sample Indicators:
● Individualized Education Programs (IEP), including management needs, are implemented.
● Classroom community routines and procedures are in place that guide and support students in independently
accessing accommodations and supports.
● Teachers and staff explicitly teach into the academic, behavioral and organizational accommodations and
supports provided.
● Teachers, staff and students engage in direct and reflective conversations as accommodations and supports are
introduced and implemented.

SWD are entitled to specific individualized accommodations to support them in accessing
the grade-level curriculum (IDEA 2004). Teachers should ensure these accommodations are
explicitly introduced so students can learn to use them accurately and independently, fostering
their self-determination (Eisenman, Pell, Poudel, & Pleet-Odle, 2015). This explicit introduction
could be conducted, as appropriate, with students in 1:1 conferences, small groups, or a whole
class if universally designed. This practice is critical as students are returning to more traditional
in-person learning. Regardless of the student's learning platform since the COVID-19 pandemic
commenced, they most likely did not consistently engage with their learning accommodations as
they did pre-pandemic. This explicit instruction re-centers students as active members in their
education.
Establishing routines and procedures that promote student engagement with their
accommodations provides a classroom environment for students that is amenable to their
learning styles. Doing so also provides opportunities for students to practice applying supports
independently, promoting the ability to self-regulate how they approach challenges, plan, and
problem-solve independently (Opertti & Brady, 2011). Teachers identified practices such as a
bank of resources at student desks or dedicated space in the classroom for students to access
specific accommodations as examples of this. In addition, teachers emphasized that consistent
referencing and guiding students in accessing these resources support their independent
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engagement with them. Lastly, the space for students and teachers to reflect on their learning
experiences as a whole assists all parties in better understanding what is helpful for our students.
This space can inform SWD and inclusion teachers about how to shift learning in the future.
__________________________________________________________________________________

Quality Indicator #7: I encourage others to express themselves and be understood.
Sample Indicators:
● Teachers and staff provide diverse methods for students to express themselves.
● Rapport between the teachers, staff and students establishes a community which encourages members to
express themselves and be understood.
● Teachers and staff explicitly introduce and model strategies and language to support students in engaging with
peers and adults.
● Purposeful conversations occur between all members of the classroom community to build student awareness
of needs, and support them in self-reflection and advocating for themselves.

The teacher is responsible for providing a learning environment and opportunities for
SWD to feel comfortable and confident in expressing themselves, and other community
members validate them for doing so. When students are encouraged to express themselves and
given strategies to support them, their self-determination is fostered (Lopez, Uphold, Douglas &
Freeman-Green, 2020). For SWD to express themselves and feel understood, teachers must
equip them with the language and self-awareness needed to articulate themselves. Teachers
identified that this could be accomplished through explicit small-group instruction or teacher and
staff modeling. Due to the limited and disrupted in-person interactions during the COVID-19
pandemic, SWD will benefit from focusing on this skill development. Space for reflection and
discussions between SWD and their teachers guides students in building awareness of
themselves as learners and the elements needed for them to thrive. Building self-awareness
equips SWD to advocate for the accommodations and resources they need to succeed in and out
of the classroom setting. Inclusion teachers can further encourage this by ensuring these
opportunities to express themselves are consistent, routinized, and accessible for the students.
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Providing diverse methods for students to express themselves meets the students where they are
in this skill development. Students come into classrooms each year with a preconceived notion of
themselves as students based on past experiences. Therefore, inclusion teachers must dedicate
time to encouraging SWD to be informed self-advocates in their learning.
__________________________________________________________________________________

Quality Indicator #8: I make expectations explicit and understood by all members of the classroom community.
Sample Indicators:
● Expectations are communicated to students through multiple modalities.
● Behavioral plans and scaffolds are in place to support students in meeting expectations.
● Teachers and staff in the classroom are empowered to reference and model expectations for students.
● Protocols for when expectations are not met are clearly understood by all members of the classroom community.

Clear expectations within the classroom community support student development of selfdetermination. Specifically, the clarity of expectations supports student autonomy over their
learning (Eisenman, Pell, Poudel, & Pleet-Odle, 2015). Reinforcement of these expectations
through multiple modalities helps students develop the skills necessary to meet these
benchmarks. Teachers identify that students benefit when all staff members working with the
child consistently reinforce the same expectations. Therefore, an essential responsibility of
inclusion teachers is to facilitate the communication of expectations, both behaviorally and
academically, to all classroom community members. Since the start of the COVID-19 pandemic,
expectations for both educators and learners have shifted. Therefore, taking the time to empower
all staff members to reference and model expectations will benefit SWD as they re-engage in the
classroom experience.
Teachers noted that in addition to the importance of explicit communication of classroom
expectations, there is also a need to confer with students who require more individualized
behavioral plans. Engaging with students in transparent conversations about their behavioral
goals and the scaffolds in place to support them in getting there will help them with tangible
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steps to meet expectations. Doing so, in turn, will promote their ability to self-regulate their
behaviors as they navigate obstacles by planning and problem-solving independently
(Wehmeyer, 1999).
__________________________________________________________________________________
Quality Indicator #9: I model self-determination in my inclusive classroom community.
Sample Indicators:
● Teachers establish communication and rapport with staff and students to promote self-determination.
● Teachers and staff in the classroom purposefully model characteristics that promote self-determination.
● Time and space is provided for teachers, staff and students to reflect on and improve the classroom community.

Teachers in inclusion classrooms should leverage their relationships with classroom staff
to model expected behaviors that support self-determination (Villa & Thousand, 2016). These
behaviors include taking risks, making decisions, collaborating with peers, and advocating for
their needs (Field & Hoffman, 2002). Students will pick up on teachers' tone and language when
processing challenges and engaging with peers. The language and strategies the adults in the
classroom use will present a model for students as they work to achieve psychological
empowerment, specifically in identifying outcomes they want to achieve and believing they can
do so (Wehmeyer, Abery, Mithaug, & Stancliffe, 2003). The COVID-19 pandemic halted inperson interactions for all to a varying extent, placing a greater need for SWD to observe
teachers modeling these critical behaviors to strengthen and develop these skills for themselves.
Teachers reported that modeling behaviors for students at times are pre-planned amongst
staff members. However, as professional relationships and the culture of modeling develops,
they become more naturally embedded in classroom routines. For example, when a lesson might
not go as planned, and a teacher needs to make a decision in the moment, talking out this
decision with their co-teacher or other staff members in the room demonstrates their decisionmaking process for the students. Teachers described that these interactions also model for
students that the brains and contributions of all classroom community members are valued. The
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interactions that SWD observe adults engage in will support them in taking their own risks,
making their own decisions, advocating for their own needs, and equipping them with the tools
to collaborate with peers effectively.
Conclusion
SWD who embody self-determination characteristics benefit academically (Shogren et
al., 2016) and attain post-secondary transition goals (Petcu et al., 2017; Shogren et al., 2017).
Inclusion classrooms are valuable learning environments that can immeasurably impact SWD
throughout their education. However, classroom opportunities still need to be improved to
promote self-determination (Kleinert et al., 2014). The strategies and quality indicators presented
in this article serve as guidance for inclusion teachers, as they support the needs of an increasing
number of SWD in their classrooms, compounded with the disruption of learning through the
COVID-19 pandemic. This guidance will help inclusion educators to reflect on their classroom
communities and shift their practices to better support SWD.
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CHAPTER IV
THE QUALITY INDICATORS OF INCLUSION CLASSROOMS (QIIC) TOOL TO
FOSTER SELF-DETERMINATIONIN STUDENTS WITH DISABILITIES

Abstract

Research has demonstrated that the acquisition of self-determination knowledge, skills,
and beliefs has short and long-term benefits for students with disabilities. This article describes
the Quality Indicators of Inclusion Classrooms (QIIC) Tool that teachers can use to promote selfdetermination among students with disabilities in inclusion classrooms. Quality indicators drawn
from research and prior tools were adapted to develop a practitioner friendly QIIC tool that
addresses needs within inclusion classrooms specifically. Guidelines for using the tool to foster
stronger inclusive learning environments are provided.
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Students with disabilities (SWD) are entitled to learn and feel like valued members of
their classroom communities when learning in their Least Restrictive Environment (LRE).
However, SWD may find the transition into inclusion classrooms, as they learn amongst their
grade-level peers, a challenge or risk. Creating a classroom culture that fosters self-determination
in SWD will empower student ownership over learning and encourage them to feel welcomed as
classroom community members. In prior studies inclusion teachers identified different foci to
bolster the self-determination of their SWD, including implementing practices to support
particular student behaviors and effective collaboration amongst colleagues who work in the
inclusion classroom (Tiffany-Salougb, 2022). In an effort to translate research into practice as it
relates to self-determination inclusion in classrooms, teachers would benefit from clear
guidelines on how to create classroom cultures and practices that foster the growth of selfdetermination for SWD.
Components of Self-Determination Theory (Deci & Ryan, 1994) and the application of
its functional model (Wehmeyer, 1999) in educational research have consistently demonstrated
positive outcomes for SWD. The definition of self-determination has taken on various forms
depending on its application. For this article, self-determination will be defined based on Field
and Hoffman’s (1994) definition: “the ability to identify and achieve goals based on a foundation
of knowing and valuing oneself.” (p. 164). A vast number of prominent education researchers
have employed the theory and concept of self-determination to support students with and without
disabilities in developing the fundamental habits and characteristics needed to fulfill one’s selfdetermination. Field & Hoffman (2002) identified quality indicators of educational programs that
promote self-determination with corresponding tangible sample indicators to support educational
leaders in creating supportive learning environments for students, families, and staff. These
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indicators, as described by Field & Hoffman, were a holistic approach for educational programs
to assess how they support self-determination across their learning communities.
Tiffany-Salogub (2002a) identified a need to expand on Field & Hoffman’s work due to
an increase in SWD learning in inclusion classrooms (Irwin et al., 2021) and, therefore, an
urgency for teachers in these settings to understand better how to use self-determination as a
vehicle to support SWD to thrive in their least restrictive settings. Through an exploration of the
practices and experiences of ten inclusion teachers, Tiffany-Salogub (2022a) identified two
primary foci for inclusion teachers to foster self-determination: classroom practices to support
behaviors and to leverage collaboration amongst colleagues who work in the inclusion
classroom. Further analysis of these findings, in relationship to Field and Hoffman’s original
work, produced nine self-determination quality indicators for inclusion classroom teachers
(Tiffany-Salogub, 2022b). These indicators adapt Field and Hoffman’s original work and bring
specificity to how self-determination can be fostered specifically in inclusion classrooms. In an
effort to bridge, theory, research and practice, this article describes how to translate these quality
indicators into a practitioner friendly tool for teachers to self-reflect on their practices and
learning communities and ultimately create a more supportive classroom environment. This
article proposes the Quality Indicators for Inclusive Classrooms (QIIC, Table 4.1). The QIIC is a
teacher-accessible tool designed to support inclusion teachers in self-reflection and goal setting
to shift their practices to better support SWD development of self-determination in their LRE.
Why focus on inclusion classrooms?
Federal policy directs schools to provide SWD educational opportunities in their LRE
(IDEA, 2004). A goal of LRE is to provide the appropriate supports and accommodations that
allow SWD to be educated in classrooms alongside their grade-level peers to the maximum
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extent possible. The emphasis on these inclusive learning opportunities has increased the number
of SWD in general education classrooms and the portion of their school day spent there (Cramer,
2015). According to federal reports, since 2000, the number of SWD educated 80% or more of
their school day in general education classrooms has increased by 17% (Hussar et al., 2020). The
physical placement of SWD in classrooms with their grade-level peers is one to be applauded;
however, how teachers support them in these settings is of utmost importance.
Inclusion education is a research-based approach that educates students of all learning
styles, including SWD. Educators in these classrooms presume student competence by valuing,
empowering, and supporting them to access and learn grade-level curricula (Villa & Thousand,
2016). An inclusive learning environment takes an ability-based approach to school structures
and classroom practices to provide equitable support for SWD to minimize the adverse impact of
their disability (Naraian, 2016). Constructing an inclusive learning environment that fosters
student self-determination can support SWD in achieving both short and long-term goals. Tools
to guide inclusion teachers with this endeavor will further support SWD to thrive in their LRE
setting.
What are the benefits of self-determination?
Acquiring characteristics of self-determination for SWD has been demonstrated to
positively impact student preparation for the transition stages of their education (Petcu, Van
Horn & Shogren, 2017; Shogren & Shaw, 2016), post-secondary outcomes (Shogren, Lee &
Panko, 2017), and academic achievement (Chao & Chou, 2017). Therefore, learning
environments that foster self-determination growth further provide opportunities to support these
various outcomes. More specifically, applying these findings and focusing on self-determined
characteristics in SWD in inclusive academic settings can lead to "more significantly impact
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one's self-determination outcomes" (Shogren, Villarreal, Dowsett & Little, 2016, p. 30). In order
to ensure appropriate support for SWD in inclusion classrooms each day, teachers must reflect
on their current teaching practices as they align with the fostering of self-determined
characteristics. Inclusion classrooms should provide opportunities for SWD to practice and
acquire the skills to be self-determined. These opportunities include, but are not limited to, direct
instruction of skills, routines, and procedures that foster self-determination and explicit
conversations and communication among all members of the classroom room community to
ensure routines and learning accommodations are maintained.
The research-based Quality Indicators of Inclusion Classrooms (QIIC, Table 4.1) tool
provides inclusion teachers with the support needed to foster the growth of self-determination
within their SWD. These indicators are the result of a comprehensive process that was informed
by theory and research, but more importantly were designed to include the expertise of
stakeholders. The development process included:
1. Literature review: A comprehensive review of literature explored the current landscape of
self-determination theory and research as it relates to SWD. In addition, literature related to
the structure and teaching methods of inclusion classrooms and special education legislation
was reviewed to inform the importance of and how self-determination could best be fostered
in an inclusive learning environment.
2. Empirical Research: A case study design included interviews that were conducted with
teachers in 5th - 8th grade public education programs. These teachers all taught students with
disabilities in inclusion classrooms and asked to explore their knowledge, experiences, and
practices that promote or inhibit the growth of self-determination within the inclusion
classroom. Interview questions aligned with Self-Determination Quality Indicators (Field &
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Hoffman, 2002) that promoted the knowledge, skills, and beliefs related to self-determination
for educational programs and best practices of inclusion classrooms related to selfdetermination and student empowerment (Villa & Thousand, 2016).
3. Development of draft indicators and participant review: Data drawn from the initial study
were analyzed and resulted in draft indicators for self-determination in inclusion classrooms.
These indicators were then shared with study participants to ensure cohesion and accuracy of
teacher voice. Feedback from participants was gathered and applied to solidify the language
and clarity of the indicators.
4. Preparation of final quality indicators and sample indicators: Quality Indicators and
Sample Indicators derived from theory and research were revised based on feedback from
special education inclusion teacher participants. They were then developed into a tool for
special education inclusion teachers to reflect on current practices which foster selfdetermination in their SWD.
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Table 4.1 Self-Determination Quality Indicators of Inclusion Classrooms (QIIC)
Directions: Teachers should: (1) Review and reflect on each quality indicator and accompanying sample indicators, (2) Assign a numerical rating for each indicator on a scale of 0 (not implemented) and 4
(fully implemented), (2) Based on ratings, identify ways in which you are achieving the quality indicators (strengths) and ways you have not yet met the quality indicators (areas for growth) (4) Set a goal(s)
for your teaching practice to strengthen your teaching practices.

Quality Indicator
Quality Indicator #1: I demonstrate knowledge, skills and attitudes for self-determination in my inclusion classroom routines, communication and planning.
Sample Indicators:
● All members of the classroom community are familiar with consistent routines and procedures that foster self-determination.
● Teachers and staff provide space and support for students to develop and exercise self-determination skills.
Quality Indicator #2: I engage students in conversations to build awareness of IEP supports and how they are implemented within the inclusion classroom community.
Sample Indicators:
● Students are aware of what their IEP is, including the supports they are entitled to and what they look like in the classroom.
● Teachers and staff provide space for students to reflect on their IEP supports throughout the year.
● Teachers and staff guide students in the practices of goal setting and reflection.

●
●
●
●

Quality Indicator #3: I provide students with opportunities for choice and ensure they are supported in their decision making process.
Sample Indicators:
Diverse opportunities for choice are embedded into the language and routines of the classroom.
When completing academic tasks, students are given opportunities for choice in the process and/or outcomes of the task.
Teachers and staff provide opportunities for choice over types of seating and/or make up of partnerships and groups.
Teachers and staff teach into the decision making process, including space for reflection.

●
●
●
●

Quality Indicator #4: I develop and incorporate opportunities for students to engage in appropriate risk taking.
Sample Indicators:
Teachers and staff employ consistent strategies and clear expectations to support students in participating in the classroom community.
Routines and space are provided to guide students in advocating for their needs.
All members of the classroom community are empowered to identify and name risks themselves, or other members of the classroom community are taking.
The "mistakes" and "wrong answers" of teachers, staff and students are embraced as learning experiences for the classroom community.

●
●
●
●
●

●

Quality Indicator #5: I promote a welcoming classroom environment and model supportive relationships.
Sample Indicators:
Teachers provide opportunities for students to work collaboratively in groups or partnerships.
Teachers and staff explicitly teach into expectations to prepare students for collaborating with peers.
Teachers and staff create purposeful groupings that foster supportive relationships.
The structural set up of the classroom fosters student and peer interaction.
Teachers and staff encourage students to take on the teacher role to support peers.
Students are encouraged to seek peer support when clarification is needed.

Rating
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●
●
●
●

●
●
●
●

●
●
●
●

Quality Indicator #6: I provide individualized accommodations and support students in accessing them independently.
Sample Indicators:
Individualized Education Programs (IEP), including management needs, are implemented.
Classroom community routines and procedures are in place that guide and support students in independently accessing accommodations and supports.
Teachers and staff explicitly teach into the academic, behavioral and organizational accommodations and supports provided.
Teachers, staff and students engage in direct and reflective conversations as accommodations and supports are introduced and implemented.
Quality Indicator #7: I encourage others to express themselves and be understood.
Sample Indicators:
Teachers and staff provide diverse methods for students to express themselves.
Rapport between the teachers, staff and students establishes a community which encourages members to express themselves and be understood.
Teachers and staff explicitly introduce and model strategies and language to support students in engaging with peers and adults.
Purposeful conversations occur between all members of the classroom community to build student awareness of needs, and support them in self-reflection and advocating
for themselves.
Quality Indicator #8: I make expectations explicit and understood by all members of the classroom community.
Sample Indicators:
Expectations are communicated to students through multiple modalities.
Behavioral plans and scaffolds are in place to support students in meeting expectations.
Teachers and staff in the classroom are empowered to reference and model expectations for students.
Protocols for when expectations are not met are clearly understood by all members of the classroom community.

Quality Indicator #9: I model self-determination in my inclusive classroom community.
Sample Indicators:
● Teachers establish communication and rapport with staff and students to promote self-determination.
● Teachers and staff in the classroom purposefully model characteristics that promote self-determination.
● Time and space is provided for teachers, staff and students to reflect on and improve the classroom community.
Strengths

Areas of Growth

Goal(s)
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Quality Indicators
The formulation of the indicators in the QIIC was adapted from Field and Hoffman’s
Self-Determination Quality Indicators (2002), which were initially developed to support schools
and educational programs to assess and reflect on their efforts to foster self-determination
throughout their schools and programs. A qualitative study yielded quality and sample indicators
that support teachers in inclusion classrooms who seek to foster the growth of self-determination
in their SWD (Tiffany-Salogub, 2022a). These indicators complement Self-Determination
Theory (SDT, Deci & Ryan, 1994) and support achieving Wheymeyer’s (1999) four essential
characteristics of self-determined behavior: autonomy, self-regulation, psychological
empowerment, and self-awareness. The language used to generate the quality and sample
indicators was purposefully selected to encompass the various players within an inclusion
classroom that work in tangent to support SWD. These players were considered to be, but are not
limited to, general education teachers, special education teachers, paraprofessionals, and related
service providers. Due to the different support services SWD may receive, these indicators
include the various community members in an inclusion classroom.

How can inclusion teachers benefit from the self-determination QIIC?
The QIIC described below is designed as an accessible tool for inclusion teachers to selfreflect on their teaching practices and classroom culture that support the self-determination of
SWD. This reflection can occur at all points of a teaching career to institute routines or adapt
current practices. New teachers or co-teaching partnerships can use the QIIC to establish selfdetermined friendly cultures within their classroom communities. Similarly, seasoned teachers
can use the QIIC to reflect on current practices they have implemented and identify possible
shifts in practices to better support SWD.
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With the recognition that inclusion classrooms take different forms based on student
needs and school cultures, these indicators can be used as a guide to reflect on how one’s
practice can be adapted to support the growth of self-determination in inclusion classrooms. Each
quality indicator has designated sample indicators to support teachers in visualizing how these
indicators may manifest within their classrooms. These samples show how the corresponding
quality indicator may be evident within the inclusion classroom. However, since no two
inclusion classrooms are the same, it should be noted that not all indicators will be present in
every classroom or lesson designed for SWD. Using these indicators as a guide will support
teachers of inclusion classrooms to cultivate a classroom environment that promotes selfdetermination in SWD. The direction for the use of the QIIC is described below.

How do the Quality Indicators for Inclusion Classrooms build on existing research and
potentially manifest in my classroom?

Quality Indicator 1: I demonstrate Knowledge, skills and attitudes for self-determination in my
inclusion classroom routines, communication and planning.
- Sample Indicators:
● All members of the classroom community are familiar with consistent routines and
procedures that foster self-determination.
● Teachers and staff provide space and support for students to develop and exercise selfdetermination skills.
Quality Indicator 1 complements Field and Hoffman’s (2002) first indicator designed to
ensure self-determination is consistently embedded into the educational community. It was then
adapted to reflect the components of an inclusion classroom community which promote
consistency. Since an inclusion classroom community consists of several adults serving a variety
of roles, all teachers, staff, and students need to be aware of the routines and procedures in place.
It is imperative that all routines and procedures to foster self-determination are explicitly
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introduced to all classroom community members and implemented consistently throughout the
school year. Teachers should ensure that all staff members are familiar with routines and
procedures to consistently reinforce the emphasized self-determination skills.
Though classroom teachers may not have control over school-wide initiatives and
curriculums, some practices can be embedded within classroom routines and lessons to provide
space for students to develop and exercise self-determination skills. Teachers should reflect on
their current practices to identify how they can maximize the control they do have to best support
SWD in their classrooms. These practices and skills can include but are not limited to providing
students with a sense of belonging, space to share how supports work for them, and opportunities
for goal setting (Shogren et al., 2015). More specific practices teachers can routinize are
described in the following quality indicators.

Quality Indicator 2: I engage students in conversations to build awareness of IEP supports and
how they are implemented within the inclusion classroom community.
- Sample Indicators:
● Students are aware of what their IEP is, including the supports they are entitled to and what
they look like in the classroom.
● Teachers and staff provide space for students to reflect on their IEP supports throughout the
year.
● Teachers and staff guide students in the practices of goal setting and reflection.
This indicator built on Field and Hoffman's (2002) to explore how SWD can be
contributing members of their individualized educational decision-making and planning process
and what this could look like in the inclusion classroom. To complement IDEA's efforts to
involve students in the IEP process, conversations surrounding a student's IEP and the
accommodations they receive should transcend the IEP meeting. Authentic conversations should
occur throughout the year that identify the support students receive and pertain to the student's
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IEP. These conversations build student awareness of what they are entitled to, provide space for
them to reflect on the impact of the supports in place, and provide feedback that can benefit the
IEP team. When students are more aware of how their IEP is structured to support them, they are
afforded the knowledge to advocate for themselves (Cavendish, Connor & Perez, 2020).
Often best practices engage special education teachers in progress monitoring student IEP
goals and achievement scores. Raising student awareness by including students in this process
can shift what feels to students as abstract goals into tangible achievable next steps. Space to
discuss and reflect on goals provides students with a sense of empowerment over their education
(Villa & Thousand, 2016).

Quality Indicator 3: I provide students with opportunities for choice and ensure they are
supported in their decision making process.
- Sample Indicators:
● Diverse opportunities for choice are embedded into the language and routines of the
classroom.
● When completing academic tasks, students are given opportunities for choice in the process
and/or outcomes of the task.
● Teachers and staff provide opportunities for choice over types of seating and/or make up of
partnerships and groups.
● Teachers and staff teach into the decision making process, including space for reflection.

According to the self-determination theoretical construct, autonomy is when a person
behaves out of their own volition and their actions are willful (Niemiec & Ryan, 2009).
Opportunities of choice embedded into the classroom culture will give students real-life chances
to practice their self-determination skills. Direct instruction in the decision-making process will
support students in developing these skills and working toward more autonomy over their
education (Wehmeyer, 1999). A common barrier to providing choice in an inclusion classroom
for educators is the need for more time to plan various student choices. This barrier can keep
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teachers from creating multiple opportunities for choice in the classroom. However, choice does
not need to be synonymous with time-consuming planning for teachers. The goal is to sprinkle
small opportunities for choice throughout the classroom culture that are manageable for the
teachers to maintain and beneficial for the growth of the students.

Quality Indicator 4: I develop and incorporate opportunities for students to engage in
appropriate risk taking.
- Sample Indicators:
● Teachers and staff employ consistent strategies and clear expectations to support students
in participating in the classroom community.
● Routines and space are provided to guide students in advocating for their needs.
● All members of the classroom community are empowered to identify and name risks
themselves, or other members of the classroom community are taking.
● The "mistakes" and "wrong answers" of teachers, staff and students are embraced as
learning experiences for the classroom community.

Competence is promoted when a student feels they can overcome the challenges they
might be feeling and facing to take a risk in their classroom community; this, in turn, strengthens
their self-determination (Deci & Ryan, 2008). As the educational needs of SWD are
individualized, so is what is considered a risk for each student. Some students may feel it is a risk
to enter a particular classroom, while others may struggle with participation. With this in mind,
teachers should make efforts to normalize risk-taking. Normalizing risk-taking cultivates an
environment that risks taking and making mistakes are just as important as learning the material.
Teachers should promote a classroom community that identifies or names risks people take each
day. Identifying the risks people take makes the idea of "risk" more tangible to students and puts
a name to something they might feel. With this knowledge, students can explore how it applies to
them, their feelings, and their learning.
Inclusion classrooms that promote student empowerment and self-determination provide
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space for students to self-advocate (Villa & Thousand, 2016). However, students need direct
instruction, clear expectations, and consistent strategies and routines to develop the skills
necessary to advocate for themselves. Therefore, providing space and instruction in taking risks
to advocate for one's needs within the classroom community supports students in achieving this.
When students receive these explicit supports, they are more likely to advocate for themselves
(Newman & Madaus, 2015).

Quality Indicator 5: I promote a welcoming classroom environment and model supportive
relationships.
- Sample Indicators:
● Teachers provide opportunities for students to work collaboratively in groups or
partnerships.
● Teachers and staff explicitly teach into expectations to prepare students for collaborating
with peers.
● Teachers and staff create purposeful groupings that foster supportive relationships.
● The structural set up of the classroom fosters student and peer interaction.
● Teachers and staff encourage students to take on the teacher role to support peers.
● Students are encouraged to seek peer support when clarification is needed.
Teachers should create opportunities and support which encourage relationship-building
amongst peers. When SWD can embrace positive peer relationships and feel a sense of
belonging to the classroom community, they build their self-determination (Niemiec & Ryan,
2009). These opportunities may come in the form of group work, partnerships, class discussions,
or students taking on the teacher role in the classroom. In order for students to feel this sense of
belonging in the classroom, and more specifically in these interactions, explicit expectations
should be provided to prepare them for success. Teachers should work with staff to create peer
groupings where students benefit from each other’s strengths and encouraging relationships can
develop. In addition, being mindful of the physical structure of the classroom, such as the
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position of desks and work areas, will ensure the environment complements the collaboration
and relationship-building goals of the classroom community.

Quality Indicator 6: I provide individualized accommodations and support students in
accessing them independently.
- Sample Indicators:
● Individualized Education Plans (IEP), including management needs, are implemented.
● Classroom community routines and procedures are in place that guide and support students
in independently accessing accommodations and supports.
● Teachers and staff explicitly teach into the academic, behavioral and organizational
accommodations and supports provided.
● Teachers, staff and students engage in direct and reflective conversations as
accommodations and supports are introduced and implemented.
SWD should receive the correct accommodations and supports as outlined in their IEP,
which often heavily includes their management needs. In order to bridge the gap between a
lengthy document and classroom practice, teachers should provide explicit instruction into
students’ accommodations and how they manifest within the classroom. This instruction is
further emphasized by routines and procedures enacted in the classroom community that guides
students in accessing these accommodations independently. Space and guidance for SWD to
learn about the supports they are entitled to and how to access them provides opportunities for
them to practice and build autonomy in their personal educational experience (Eisenman, Pell,
Poudel, & Pleet-Odle, 2015). This autonomy can also be encouraged through conversation with
students, reflecting on the supports provided and how they feel they worked for them.
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Quality Indicator 7: I encourage others to express themselves and be understood.
- Sample Indicators:
● Rapport between the teachers, staff and students establishes a community which
encourages members to express themselves and be understood.
● Teachers and staff provide diverse methods for students to express themselves.
● Teachers and staff explicitly introduce and model strategies and language to support
students in engaging with peers and adults.
● Purposeful conversations occur between all members of the classroom community to build
student awareness of needs, and support them in self-reflection and advocating for
themselves.
The rapport between teachers, staff, and students provides a foundation for encouraging
students' sense of belonging in the classroom community (Niemiec & Ryan, 2009). Students
enter classrooms with different past educational experiences that have shaped how they may feel
about expressing themselves and having a voice in their classroom. With this in mind, teachers
should provide various approaches for how students express themselves in the classroom, and all
members of the classroom community should then value each approach. The methods students
use to express themselves should be explicitly introduced and modeled for them regularly by the
classroom teachers and staff. The language and interactions they observe the adults in the
classroom engage in will provide a standard for how students can express themselves and how to
demonstrate understanding toward peers appropriately.
Pointed conversations with SWD can also build rapport and encourage them to advocate
for and express their needs. Teachers and staff should provide space for formal and informal
conversations that promote student awareness of their needs and support them in self-reflection
of how specific supports benefit them. These conversations will shape students' language when
advocating for their individual needs. These opportunities to practice advocating for themselves
will support their self-determination development (Eisenman, Pell, Poudel, & Pleet-Odle, 2015).
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Quality Indicator 8: I make expectations explicit and understood by all members of the
classroom community.
- Sample Indicators:
● Expectations are communicated to students through multiple modalities.
● Behavioral plans and scaffolds are in place to support students in meeting expectations.
● Teachers and staff in the classroom are empowered to reference and model expectations for
students.
● Protocols for when expectations are not met are clearly understood by all members of the
classroom community.
Inclusion classrooms may host various people each day who form the classroom
community. These community members include, but are not limited to, students, general
education teachers, special education teachers, paraprofessionals, and related service providers.
For SWD to benefit from the various supports provided, it is critical for classroom and lesson
expectations to be explicit and understood by all classroom community members. This includes a
communal understanding of protocols to support SWD when they do not meet expectations. The
open communication of expectations empowers all members to reference and model these
expectations seamlessly throughout lessons. Expectations should be communicated through
multiple modalities to complement the various learning styles within the classroom (Shogren et
al., 2015), which also supports students in accessing expectations independently if needed.
There will be instances where SWD will have more formalized behavior plans to support
them in attaining classroom expectations. These individualized supports should be implemented
with fidelity and appropriately scaffolded as students need. Communication regarding
implementation should occur among teachers and staff who support the student with their
behavior goals.
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Quality Indicator 9: Self-determination is modeled throughout the inclusion classroom
community.
- Sample Indicators:
● Teachers establish communication and rapport with staff and students to promote selfdetermination.
● Teachers and staff in the classroom purposefully model characteristics that promote selfdetermination.
● Time and space is provided for teachers, staff and students to reflect on and improve the
classroom community.
Inclusion classroom teachers often work with several teachers and staff members, leading
to several moving parts that can make collaborating and communication challenging. These staff
may include paraprofessionals and related service providers. All teachers have distinct roles,
responsibilities, experiences, and teaching preferences. With this in mind, teachers need to
establish and enact clear lines of communication and rapport with all classroom community
members to ensure the quality of the implementation of student supports (Naraian, S., &
Schlessinger, S., 2018). This can include teachers modeling particular academic supports for
other adults in the classroom to see clear examples of what students need. The rapport and
communication among teachers and staff in the classroom will serve as a model for student
interactions with peers and adults. This level of rapport and communication should also lend to
conversations on improving the classroom community.
The prior indicators have encouraged students to be provided choices in their education,
make decisions, take risks, collaborate with peers and advocate for themselves. All of which will
enable them to practice building their self-determination skills. To further support students in
properly executing these skills, participants emphasized the need for teachers and staff in the
classroom to take time to formally and informally model these skills to provide tangible
examples for SWD to emulate independently.
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How do I engage with the Self-Determination QIIC tool to improve my practice?
These quality indicators are designed to support inclusion educators in examining their
teaching practices to reflect on current self-determination implementation efforts. In order to
examine one's self-determination efforts in an inclusion classroom, as aligned to the quality
indicators, it is recommended that individual teachers reflect on each quality indicator separately.
Individual teachers should: (1) Review and reflect on each quality indicator and accompanying
sample indicators, (2) Assign a numerical rating for each indicator on a scale of 0 (not
implemented) and 4 (fully implemented), (2) Based on ratings, identify ways in which you are
achieving the quality indicators (strengths) and ways you have not yet met the quality indicators
(areas for growth) (4) Set a goal(s) for your teaching practice to strengthen your teaching
practices. For teachers who co-teach in inclusion classrooms, it may be helpful to administer a
self-rating first and then come together as a co-teach team to compare assessments and determine
a co-teach team rating. Upon completing this reflection and rating, individuals or co-teach pairs
can determine tangible goals to strengthen this quality indicator's presence in their classroom
community.
Teachers should use the outcomes from this tool to set goals for fostering selfdetermination for SWD in their classrooms. Teachers should generate goals based on their selfreflection of knowledge and practices related to self-determination implementation efforts in
their inclusion classroom. In order to progress-monitor goals and shift the focus on selfdetermination teaching practices in the classroom, it is suggested that the teachers re-examine
their self-determination efforts using the QIIC on a quarterly or semester basis.
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Conclusion
The purpose of the QIIC was to develop a teacher-accessible tool that positions teacher
experiences and practices at the forefront, promotes self-reflections of these practices, and guides
teachers in setting goals to adapt practices to better support SWD and their development of selfdetermination. It is the opinion of the researcher that the QIIC provides these elements. This tool
was developed based on strong empirical evidence of the positive outcomes self-determination
has on SWD (Flowers et al., 2018; Seong et al., 2015; Shogren & Shaw, 2016) in conjunction
with inclusion teachers' perceptions of their practices and experiences that support selfdetermined behaviors (Tiffany-Salogub, 2022a). In addition, the development of this tool
evolved from pre-established self-determination quality indicators (Field & Hoffman, 2002) and
best practices of inclusion classrooms (Villa & Thousand, 2016). However, it should be noted
that this tool has yet to be piloted. Therefore, not all ethical considerations have been addressed,
and future research should include the psychometric evaluation of this tool concerning its
reliability and validity. The researcher recommends piloting the QIIC in a teacher professional
development format for inclusion teachers. This professional development would include the
following:
1. Overview of research that lead to the development of the QIIC
2. Presentation of the quality indicators and how they may manifest in inclusion classrooms
3. Facilitated discussion with participants of practices and shared experiences through the
lens of these indicators
4. Introduction of the QIIC as a teacher-accessible tool and opportunity to practice
administering it, including goal setting
5. Follow-up session to reflect on progress and re-assess teacher goals and practices
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CHAPTER V
CONCLUSION

The past two decades yielded an increased number of students with disabilities (SWD)
educated in inclusion classrooms due to a federal policy shift toward SWD learning in their Least
Restrictive Environment (LRE). LRE intends to educate SWD in classrooms with their nondisabled grade-level peers to the maximum extent possible with the proper support and
accommodations (IDEA, 2004). Over this period, national reports revealed that the number of
SWD educated in general education classrooms for 80% or more of their school day increased
steadily by 17% (Hussar et al., 2020). This shift in educational practice motivated my research to
understand what educators are doing and can be doing to support SWD thriving in these less
restrictive settings.
To effectively implement a LRE for students requires one to move beyond just the
physical classroom placement and reflect on what practices teachers should implement to create
a less restrictive learning space for students. A less restrictive learning environment encourages
independence for SWD in various ways. To encourage independence, classroom environments
should empower students to advocate for themselves, engage in the goal-setting process, and
encourage students to be contributing members of the classroom community. When students
enact these practices, they exhibit self-determined behaviors. An abundance of research has
linked self-determination characteristics with positive outcomes for SWD. Specifically, selfdetermined characteristics in SWD positively impacted academic achievement (Shogren et al.,
2016) and post-secondary outcomes (Chao & Chou, 2017). These outcomes encourage the idea
that fostering self-determination behaviors in the classroom has the potential to support SWD to
thrive in their LRE.
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In order to understand the teaching practices that could support SWD in their LRE, this
research focused on teachers in inclusion classrooms. An inclusion classroom educates students
with disabilities alongside their non-disabled grade-level peers for a portion or all of their school
day. Focusing on this setting guided my research to understand inclusion teachers' teaching
practices to support SWD in fostering their self-determination, a current void in the selfdetermination research landscape. In order to do this, I framed my study around the established
Self-determination Quality Indicators (Field & Hoffman, 2002). These indicators were developed
to support schools embedding self-determined practices within the school culture. However, it
was unknown how and if inclusion teachers could apply these indicators to support SWD to
develop their self-determination in their classrooms.
This study aimed to understand inclusion teachers' understandings and practices in
relation to self-determination. Interviews solely with teachers were a priority in this study, as
they are primary stakeholders whose expertise and voice are often not leveraged in selfdetermination research. The focus on teachers in inclusion classrooms was relevant to building
knowledge on better supporting SWD in their LRE, specifically with self-determination as a
vehicle for doing so. There were three overarching goals in my research presented in this
dissertation. The first was understanding what inclusion teachers know and do concerning selfdetermination (Chapter 2). These findings prioritized teachers' voices and identified how selfdetermination practices manifest in the inclusion classroom. The second goal was to understand
how inclusion teacher understandings and practices align with existing knowledge of selfdetermination in the field (Chapter 3), specifically with Field & Hoffman's (2002) SelfDetermination Quality Indicators. Gaining this understanding supported how self-determination
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can be utilized as a vehicle for SWD to successfully and effectively engage in their LRE. Lastly,
I sought to create a teacher-accessible, research-based tool tailored to inclusion teachers (Chapter
4). The goal of this tool was to guide inclusion teachers' self-reflection of practices and
classroom communities to easily identify shifts in their practices that can be made to support the
development of self-determination in their SWD.
The outcomes of this research indicated the applicability of self-determination practices
in inclusion classrooms. Particularly practices teachers implement to support student behavior
and effective collaboration among teachers and staff that support SWD in inclusion classrooms.
Additionally, results revealed the relevance of Field & Hoffman's self-determination quality
indicators through the lens of inclusive classroom settings. Lastly, the analysis of findings
supported the development of a proposed tool that guides teachers in reflecting on their practices
that support student self-determination.
Practices to Support Student Behavior
Analysis of teacher interviews reveals that when speaking about their understanding and
practices related to self-determination, inclusion teachers identify specific practices to support
students' self-determined behavior. These behaviors included risk-taking, decision-making, selfadvocating, collaborating with peers, and independently engaging with classroom supports. In
reflection of their work, teachers identified that SWD benefit from not only being afforded the
opportunity to exhibit these behaviors but also emphasized a need for direct instruction
surrounding specific behaviors and space for students to reflect on their experiences enacting
them. Teachers believe these two elements are needed to support SWD's independent
development of these self-determined skills. Doing so supports the notion that SWD who receive
self-determination targeted instruction or interventions demonstrate more significant growth in
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their self-determination skills as compared to students with similar disabilities that did not
(Aguilar & Aguilar, 2018). Interviews revealed that a common practice amongst teachers was to
confer 1:1 or in small groups to purposefully engage in these specific behaviors prior to students
being expected to enact them independently; a practice that empowers students to be independent
and engaged members of the classroom community (Murdoch, English, Hintz, & Tyson, 2020).

Colleague Collaboration
Teachers recognized the importance of working collaboratively with the various staff
members in inclusion classrooms. The staff members referenced included co-teachers, related
services providers, and paraprofessionals. Clear communication among these specialists is
needed to ensure the proper implementation of student supports and accommodations (Naraian,
S., & Schlessinger, S., 2018). Interviews revealed an emphasis by teachers on the importance of
communicating clear expectations to all of the staff members in the room who support SWD.
They believed that in doing so, accommodations and routines to support self-determined
behaviors would be more effectively implemented. Participants also shared that establishing
clear expectations and communication among colleagues leverages and values the expertise of
all.
In addition to effective communication among colleagues, a common practice revealed
by teachers was to work with colleagues to model behaviors. This strategy was used regularly,
sometimes planned, and other times at the moment as classroom dynamics permitted. Teachers
believe modeling the expected self-determined behaviors provides SWD with explicit examples
of what these behaviors look like and exposes them to the possible language they could use when
navigating these behaviors themselves.
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Self-Determination Quality Indicators for Inclusion Classrooms
Field and Hoffman (2002) identified quality indicators of self-determination to support
schools in aligning self-determination practices across their learning communities. These
indicators, along with research on best practices in inclusion classrooms, guided the design of my
semi-structured interviews to attempt to elicit from teachers the practices they have in place that
complement self-determination behaviors. Analysis of findings determined that Field &
Hoffman's indicators have applicability in inclusion classrooms, based on teacher responses. My
research proposes nine new indicators, specifically through the lens of inclusion classrooms, to
demonstrate how these original indicators manifest in inclusion classrooms. These indicators
emphasize the communication and collaboration amongst all classroom community members
(i.e., general education teachers, special education teachers, paraprofessionals, related service
providers, and students.) and the purposeful implementation of practices that directly teach into
specific self-determined based behaviors and provide students with authentic time to practice and
reflect on their navigation of these behaviors (i.e., risk-taking, decision making, self-advocating,
collaborating with peers, and independently engaging with classroom supports).
Quality Indicators for Inclusion Classrooms (QIIC)
An overarching goal of this dissertation was to apply the outcomes of this research to
design a teacher-accessible, research-based tool tailored to inclusion teachers who wanted to
adopt self-determined based practices in their classrooms to support their SWD in succeeding in
their LRE. The intention of this was to adapt Field and Hoffman’s work to create a tool that
encouraged inclusion teachers to self-reflect on the practices and learning communities in which
they teach. In addition, it provides tangible ways to set goals for themselves and ultimately shift
their practices to better support their SWD in developing their self-determined behaviors. Each
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of the nine indicators has corresponding sample indicators to support teachers in visualizing how
this indicator may look in their classroom.
The QIIC was designed to understand that all schools and inclusion classrooms are
different and have different variables, staff, and students that teachers manage. Therefore, the
QIIC guides teachers to set manageable goals that work for them in their classrooms. It
emphasizes that not all indicators or sample indicators are implemented at a given time. The
QIIC instructs teachers to (1) Review and reflect on each quality indicator and accompanying
sample indicators, (2) Assign a numerical rating for each indicator on a scale of 0 (not
implemented) and 4 (fully implemented), (2) Based on ratings, identify ways in which you are
achieving the quality indicators (strengths) and ways you have not yet met the quality indicators
(areas for growth) (4) Set a goal(s) for your teaching practice to strengthen your teaching
practices. Through this self-reflection tool, teachers can compete with co-teachers or
independently as needed to shift teaching practices to foster the growth of self-determination in
their SWD.

Limitations
This study presented some limitations to be considered. I recognized that limiting the data
source to interviews and not including classroom observations prevented me from observing
teacher practices in real-time. Through classroom observations, I may have identified practices
or nuances of the learning environment that the teacher did not identify in their interview.
However, this study was limited to virtual interviews due to the COVID-19 pandemic. During
the administering of interviews, the public school system the teachers taught in did not allow
visitors to access the building as a health precaution.
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Participant emphasis on teaching during the pandemic often came up in interviews and
further emphasized the need to utilize self-determination to support SWD as they return to the
classroom. However, it should be noted that teacher responses were often based on what they did
prior to the COVID-19 pandemic, when not as many restrictions on their teaching were in place.
The timing of interviews caused teachers to think back to years prior and not necessarily the
practices currently in place. This recall may have been difficult and limited the detail teachers
provided.
Additionally, the analysis of findings focused on a robust data set, which was coded and
analyzed across all interview questions and various topics. Doing so allowed me to synthesize
responses as a whole and form connections across the entirety of the interview. I decided to
include an analysis of whole interviews in an attempt to ensure all of the participants'
understandings and experiences were included, even if the response was not fully provided
during the time of a specific question. However, it could be argued that including such a robust
data set limited the depth of analysis into specific questions. Similarly, the top quartile of themes
was identified holistically across all interviews. The frequency of codes and identification of
most cited themes did not account for outliers, such as one participant referencing a specific code
at a drastically higher frequency than other participants. This could serve as a limitation to the
research. Future analysis of this data set could explore the relevancy of codes as it more
specifically applies to each participant.
Next Steps
The design and recruitment for this study were created to honor the voices of practicing
teachers in inclusion classrooms. The study's sample size was purposefully small so that the
researcher could conduct comprehensive interviews with qualified professionals in inclusive
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settings. To support the reliability of the findings presented, future research could attempt to
replicate this study with similarly qualified teachers of inclusion classrooms and possibly at
different grade levels. Additionally, as identified in Table 2.4, the role of an inclusion teacher
can look various ways. Therefore, future research can further analyze how themes arose
specifically through the lenses of these different roles (push-in supports, co-teacher in single
content, co-teacher across contents).
Findings from this study revealed the applicability of self-determination-based practices
in inclusion classrooms, specifically the collaboration among staff members who work in the
classroom. Due to the complex nature of these classroom communities and the various
stakeholders that support their cohesion, future research can explore how these proposed quality
indicators can be more specifically applied to other classroom community members, such as
general education teachers, paraprofessionals, and related service providers. This knowledge can
bolster the effectiveness of centering self-determination skills within the classroom community.
The synthesis of findings from this present study supported the Quality Indicators for
Inclusion Classrooms (QIIC) proposal as a self-reflection tool for inclusion teachers. Upcoming
research includes piloting the QIIC to ensure its reliability and validity. Next, professional
development for inclusion teachers is suggested to support them in conceptualizing selfdetermination practices in their classrooms and utilizing the QIIC to self-reflect, set goals, and
shift teaching practices to support their SWD.
Lastly, as noted in the limitation section, the complete data set was included in this study.
Future research could refocus the data analysis with a more specific lens, including analyzing
answers to each question or disaggregating data based on participants' professional backgrounds
or current teaching placement.
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This study presented some limitations to be considered. I recognized that limiting the data
source to interviews and not including classroom observations prevented me from observing
teacher practices in real-time. Through classroom observations, I may have identified practices
or nuances of the learning environment that the teacher did not identify in their interview.
However, this study was limited to virtual interviews due to the COVID-19 pandemic. During
the administering of interviews, the public school system the teachers taught in did not allow
visitors to access the building as a health precaution.
Participant emphasis on teaching during the pandemic often came up in interviews and
further emphasized the need to utilize self-determination to support SWD as they return to the
classroom. However, it should be noted that teacher responses were often based on what they did
prior to the COVID-19 pandemic, when not as many restrictions on their teaching were in place.
The timing of interviews caused teachers to think back to years prior and not necessarily the
practices currently in place. This recall may have been difficult and limited the detail teachers
provided.
Additionally, the analysis of findings focused on a robust data set, which was coded and
analyzed across all interview questions and various topics. Doing so allowed me to synthesize
responses as a whole and form connections across the entirety of the interview. I decided to
include an analysis of whole interviews in an attempt to ensure all of the participants'
understandings and experiences were included, even if the response was not fully provided
during the time of a specific question. However, it could be argued that including such a robust
data set limited the depth of analysis into specific questions. Similarly, the top quartile of themes
was identified holistically across all interviews. The frequency of codes and identification of
most cited themes did not account for outliers, such as one participant referencing a specific code
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at a drastically higher frequency than other participants. This could serve as a limitation to the
research. Future analysis of this data set could explore the relevancy of codes as it more
specifically applies to each participant.
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APPENDIX A
Recruitment E-mail

Dear Educator,
I am a doctoral student at Hunter College working to complete my dissertation research. I am
currently recruiting for your participation in a research study on supporting the growth of selfdetermination in students with disabilities who learn in inclusive classrooms. This research has
been approved by the CUNY Hunter Institutional Review Board.
I am looking for licensed and practicing special education teachers who currently work in
inclusion classrooms. I want to hear your voice and learn from your understanding, experiences
and teaching practices. If you are a special educator that meets these requirements, I seek your
input through an interview that will take no more than 90 minutes.
To participate in this interview study please respond to this email or email me at:
stiffanysalogub16@huntersoe.org
I look forward to hearing from and learning from you!
Sincerely,
Suzanne Tiffany-Salogub, M.S.Ed
Doctoral Candidate
Hunter College
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Appendix B
Participant Eligibility Survey

1. What is your highest level of education?
2. How many years of teaching do you have?
3. How many years of teaching as a special educator do you have?
4. Do you currently teach in an inclusion classroom?
5. What grade do you currently teach?
6. What subject area do you currently teach in?
7. What teaching license(s) do you hold?
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Appendix C

Title of Study:
Exploring Teachers Perceptions of Self-Determination Supports in Inclusion Classrooms
Investigator:
Suzanne Tiffany-Salogub: suzanne.tiffany-salogub57@myhunter.cuny.edu
Under the supervision of Dr. Jennifer Samson (jsams@hunter.cuny.edu), I am requesting your
participation in a research study which explores teacher perceptions of self-determination
supports in inclusion classrooms. By accepting this invitation, you are confirming that you are a
licenced special education teacher who currently teaches in an inclusion classroom. We ask that
you read this form and ask any questions that you may have before agreeing to be in the study.
Purpose of Study
The purpose of this study is to explore how special education teachers describe their
understanding of self-determination and the practices they have in place to support students'
growth of self-determination in their inclusion classrooms.
Description of the Study Procedures
● An interview of approximately 90 minutes will be conducted with the special education
teacher. The interview will be audio recorded in a private room at a mutually agreed upon
site.
Audio Recording:
● To ensure the accuracy of findings, interviews will be audio recorded for later transcription
and review by the researcher. You can not participate in this study if you do not consent to
audio recording.
Risks/Discomforts of Being in this Study
Confidentiality is a potential risk, as participant responses will be recorded. The researcher will
mitigate this risk by removing all identifiers from the interview transcriptions.
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Benefits of Being in the Study
Participation in this study will allow your voice as a special educator to be heard and provide a
forum to share your professional experiences and practices. The findings will help advance the
education field’s understanding about how to support the growth of self-determination in
students with disabilities.
Confidentiality
The results of the study may be published in professional educational literature; however, the
names of the participants, the school, and the school district will not be revealed. For the purpose
of this study, pseudo names will be assigned by the researchers to the school, school district, and
all participants. Names will not be revealed by the researcher at any time. All transcripts and data
collected will be kept in a secured electronic file available only to the researcher. All data
collected (recordings and transcripts) will be destroyed after a period of three years.
Right to Refuse or Withdraw
Your participation in the study is voluntary and will not be compensated. At any time during the
study, you are free to withdraw without penalty.
Right to Ask Questions and Report Concerns
● You have the right to ask questions about this research study and to have those questions
answered before, during or after the research. If you have any further questions about the
study, at any time, feel free to contact the researcher via the e-mail addresses listed at the top
of page one of this form.
● If you have any problems or concerns that occur as a result of your participation, you can
report them to the Hunter College Human Research Protection Program (HRPP) Office at
(212) 650-3053 or via email at hrpp@hunter.cuny.edu.
Consent
Your signature below indicates that you have decided to volunteer as a research participant for
this study, and that you have read and understood the information provided above. You will be
given a signed and dated copy of this form to keep, along with any other printed materials
deemed necessary by the study investigators.
Participant’s Name (Print): ______________________________
Participant’s Signature: _________________________________ Date: _____________
Investigator’s Signatures: ________________________________ Date: _____________
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Appendix D

08/09/2021
Suzanne Tiffany-Salogub, Hunter College
Approval Notice Initial Application
RE: IRB File #2021-0503
Exploring Teachers Perceptions of Self-Determination Supports in Inclusion Classrooms
Dear Suzanne Tiffany-Salogub,
Your Initial Application was reviewed and approved on 08/09/2021. You may begin this
research.
Please note the following information about your approved research protocol:
Protocol Approval Period: 08/04/2021
Protocol Risk Determination: Minimal
Expedited Categor(ies): (6) Collection of data from voice, video, digital, or image recordings
made for research purposes.; (7) Research on individual or group characteristics or
behavior (including, but not limited to, research on perception, cognition, motivation,
identity, language, communication, cultural beliefs or practices, and social behavior) or
research employing survey, interview, oral history, focus group, program evaluation,
human factors evaluation, or quality assurance methodologies. (NOTE: Some research in
this category may be exempt from the HHS regulations for the protection of human
subjects. 45 CFR 46.101(b)(2) and (b)(3). This listing refers only to research that is not
exempt.);
Documents / Materials:
Type
Description
Version # Date
Email Text
Recruitment email.docx
1
07/27/2021
Internet Screening Script
Email Screening Recruitment Form.docx 1
05/20/2021
Informed Consent Document Interview Consent Form.docx
1
07/27/2021
Interview Question(s)
_Interview Protocol (IRB).docx
1
06/09/2021
IRB of Record documentation Suzanne Tiffany-Salogub CITI Certification 1
07/27/2021
IRB of Record documentation Jennifer Samson CITI Certification
1
07/27/2021
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Please remember to:
- Use the IRB file number 2021-0503 on all documents or correspondence with the IRB
concerning your research protocol.
- Review and comply with CUNY Human Research Protection Program policies and procedures.
- The IRB has the authority to ask additional questions, request further information, require
additional revisions, and monitor the conduct of your research and the consent process.
- Any modifications to currently approved research must be submitted to and approved by the
CUNY-UI IRB before implementation.
If you have any questions, please contact: Arita Winter-Potter aw4338@hunter.cuny.edu
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APPENDIX E
INTRODUCTION
(Estimated time: 5 minute)
Thank you for agreeing to participate in this study and speak with me today. The interview we
will be conducting today is part of a study that explores teacher perceptions of self-determination
supports in inclusion classrooms. More specifically, I am interested in your understanding and
beliefs surrounding self-determination and your experiences as an educator in an inclusive
classroom, and the practices you have in place within your classroom that potentially support the
growth of self-determination among the students with disabilities (SWD). This research aims to
identify practices teachers in inclusion classrooms implement to foster the development of selfdetermination among SWD.
We have scheduled 90 minutes for this interview. Throughout this interview, I will ask you
questions that ask you to share your understanding of self-determination and reflect on your
beliefs, practices, and experiences as an inclusion teacher. Please answer my questions as fully as
possible and remember that there are no wrong answers. We can skip any question which you
prefer not to answer.
In front of you is the informed consent form for this study. This form describes the study's
purpose, the intended use of the data we gather from this study, and how we plan to keep
confidential your identifying information and responses. Your signature on these forms means
you agree to participate and agree to have the interview recorded.
Do you have any questions or concerns? If not, please read, sign, and date the consent form.

START RECORDING: This is participant [number]. Today is [date] at [time].

117
We will start our conversation today with a few questions about your professional background.
Your answers will support my understanding of both your prior experience, as well as your
current teaching assignment. After, we will explore your understanding and beliefs surrounding
self-determination, as well as, explore your experiences and practices within inclusion
classrooms.
Background INFORMATION
(Estimated time: 5 min.)
1. Can you describe the classroom that you currently teach in?
a. How many teachers are in the classroom?
b. Are there any paraprofessionals?
c. Are there any related service providers?
d. What is the proportion of students with disabilities and those without disabilities?
Understandings and Beliefs About Self-determination
(Estimated time: 15-20 min.)
We will now transition to some questions about your understanding and beliefs about selfdetermination.
2. Have you ever heard of self-determination, or self-determination theory?
a. If yes: “Can you share a brief description?”
b. If yes or no: then describe it to them briefly “Self-determination is a
characteristic of a person which manifests when the person acts a causal agent in
their own life; they have the capabilities to set their own goals, understand skills
necessary to achieve said goals and uphold the beliefs they have the ability to
achieve said goals. The Self-determination Theory states one’s self-determination
can develop over time based on environmental contexts which enhance autonomy,
self-regulating behaviors and psychological empowerment”
c. For those who said “no”: Now that I’ve shared how we’re conceptualizing selfdetermination for this study, does it sound familiar or does it relate to any of your
experiences in the classroom or teaching practices?
3. The majority of work around self-determination has focused on SWD not in a traditional
classroom setting. As a teacher in an inclusion classroom, do you think student selfdetermination relates to this learning environment? How?
4. Do your students Individualized Education Plans (IEPs) include self-determination skills
in their goals or within their plans?
5. In your experience, is supporting student self-determination a focus in your school?
a. After initial response: How?
b. After initial response: Can you give me a few examples?
c. If more clarity is needed, ask: Does your school encourage student empowerment
in instruction and decision making?
d. If more clarity is needed, ask: Is there a formal curriculum which specifically
teaches knowledge skills and beliefs of self-determination?
i.
If yes, where does the instruction of this curriculum take place?
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e. If more clarification is needed, ask: Does your school provide teachers with
professional development opportunities that focus on student self-determination
development?

Experiences and Practices in Inclusion Classroom
(Estimated time: 30 min)
We will now direct our focus on your specific experiences and teaching practices within your
inclusion classroom.
6. How are student accommodations embedded within your lessons or classroom practices?
a. If more detail is needed, ask: Are there general classroom practices that you offer
each day that provide students access to accommodations?
b. If more detail is needed, ask: Can you give me examples of instances that are built
into your lessons that provide students with their necessary accommodations?
7. Do you give SWD any choice or options when they are in your classroom?
a. After initial response: Can you give me a few examples?
b. If more detail is needed, ask: Are there general classroom practices that you offer
each day that provide opportunity for choice?
c. If more detail is needed, ask: Can you give me examples of instances that are built
into your lessons that provide students with opportunities for choice?
8. Are there any opportunities for relationship building among students in your class?
a. Can you give me a few examples?
9. Do you provide opportunities for students with disabilities to work collaboratively with
peers?
a. If more detail is needed, ask: Do they have opportunities to receive clarification or
seek support from their classmates?
i.
If more detail is needed, ask: What direct instruction is provided to
support SWD in navigating these situations?
b. If more detail is needed, ask: What resources are available to SWD to access
independently when they need further clarification in a given lesson?
i.
If more detail is needed, ask: What direct instruction is provided to
support SWD in navigating these situations?
10. Are SWD encouraged to advocate for themselves in your classroom? If so, how?
a. If more detail is needed, ask: Are there specific supports in places to provide
SWD with guidance in advocating for themselves?
b. If more detail is needed, ask: How do you ensure that SWD have the opportunity
to express themselves and be understood?
11. Can you describe for me how you deliberately engage SWD as decision makers in your
classroom?
a. If more detail is needed, ask: Are there general classroom practices that you offer
throughout the year that provide opportunity for students to develop decision
making skills?
b. If more detail is needed, ask: Can you give me examples of instances that are built
into your lessons that provide students with opportunities to develop decision
making skills?
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12. Do you encourage SWD to step out of their comfort zone and take risks in your
classroom?
a. After initial response: Can you give me a few examples of how you do this?
13. Do you support SWD with the skills necessary to be contributing members of cooperative
learning groups or partnerships?
a. After initial response: Can you give me a few examples of how you do this?
14. Can you describe opportunities in your classroom or in your school where:
a. peer tutoring groups are arranged between SWD and their peers?
b. peer tutoring groups are arranged between SWD and students on other grade
levels?
c. If more clarification is needed, ask: How are SWD explicitly taught the skills
necessary to engage in these interactions?
15. Are there students in your inclusion classroom that need an additional device to support
them in their communication? (eg, FM unit, or augmentative communication systems)
a.

If so, how do you support students in the class with interacting with these devices so they are able
to communicate with their peers who use them?
16. Can you describe scenarios within our classroom which give SWD the opportunity to take on the teacher
role?
a. If more information is needed, ask: How do you prepare SWD for these situations so they are
confident to take on this risk?
17. How are classroom expectations created and addressed with SWD?
a. If more clarification is needed, ask: How are classroom expectations created to SWD within the
classroom?
b. If more clarification is needed, ask:When classroom expectations are not met, how is that
addressed or communicated to SWD?
c. If more clarification is needed, ask: How are consequences for not meeting classroom
expectations communicated to SWD?

Closing
(Estimated time: 15 min)
In this last section, I’d like to discuss your perceptions of how you interact with other staff
present in your inclusion classroom to support your students.
18. Do you interact with other staff in your classroom to model self-determination?
a. If more clarification is needed, ask: How do you work with other staff in the classroom to model
choice-making for the students?
b. If more clarification is needed, ask: How do you work with other staff in the classroom to model
risk-taking for the students?
c. If more clarification is needed, ask: How do you work with other staff in the classroom to model
creating and utilizing peer supports for the students?
d. If more clarification is needed, ask: How do you work with other staff in the classroom to model
self-advocating for the students?

19. Before we close, is there anything else you’d like to tell me about the practices in your
inclusion classroom that support SWD with their self-determination development?
We have reached the end of our interview. I really appreciate the time you spent speaking with
me today and your openness with sharing your understandings, experiences and practices. I look
forward to reviewing our conversation and the valuable information you shared.
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My next step will be to transcribe our interview. After that I plan to send you the transcription so
you can review and provide any further clarification of your answers you feel is needed. It is ok
with you that I send you the transcription for review?
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Appendix F
Example of Reflective Journal
Interview
T7

T7

Questions

Line

Preliminary Jottings

Can you describe
instances, if any,
where you provide
students with choice
or options when they
are in your
classroom?

Yes so we have alot
of - we start the day
off with a writing
prompt when they
come in, and they
have the choice of
what they can write
about.
We give them choice
boards. And so they
kind of have the
choice.

- They start the day lesson with a
small bit of choice - right off the
bat.
- This consistent but small
practice does not create that extra
work

We will give them
often opportunities to
have different options
of where they are
doing their
independent work or
reading. So we have
alot of different
seating arrangements
- flexible seating,
wobble stools. bean
bags, so if they are
productive in doing
their work they can
ask to move.

- Flexible seating - when
independent work comes up they are able to choose
- This can vary classroom to
classroom - as with all
suggestions, this might not be as
easy to provide in certain
classroom set ups.

Journal/Memos
Teachers have been concerned about time - when
referencing choice. For example, the thought that "choice"
means creating several assignments students can choose to
do to demonstrate their knowledge. This outlook causes
teachers to feel limited in their abilities to provide students
with choice.
Choice does not need to be synonymous with additional
time and planning. Choice can also be embedded into the
recurring daily routines you have each day, so choice is
provided, but does not require a detailed preparation by the
teacher.

If the size and set up of the classroom permits flexible
seating, this is an opportunity for choice that is consistently
available to SWD that the teacher does not necessarily need
to over plan for. It can be embedded into the routines and
procedures established in the classroom. This includes
teaching into appropriately using these spaces, determining
what types of assignments may cater to certain seating
arrangements and knowing the appropriate time where those
options are available. Teaching into these elements
empower the students to make informed decisions that best
suit them as a learner.
It can be argued that providing these or similar opportunities
support students in acting autonomously and developing
their self-regulation.
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Appendix G
Initial Codes by Participant
T1
Teacher
Context (5)

Routine (1)

Classroom
Practices (1)

T2

T3

T4

T6

T7

T8

T9

T10

Teacher
Teacher
Context (10) Context (8)

Teacher Teacher Teacher Teacher Teacher Teacher Teacher
Context Context context Context Context Context Context
(3)
(8)
(5)
(12)
(6)
(5)
(5)

Classroom
Practices
(38)

Whole
Classroo
Classroo
Classroo
m
m
m
practices COVID supports COVID practices
(10)
(15)
(9)
(2)
(12)

Collaborative
members in
groups (8)

Schoolwide Explicit
expectations expectations
(7)
(8)

Schoolwide
Management
expectations
Needs (3)
IEP Process (1)

Peer tutoring
(18)

Colleagu
e
Relation
ships
(33)

Collabor
ative
members
(3)

Providing
choice (13)

Relationship
building (4)

School
Resources - Student
Culture
Barrier (1) groupings (17) (2)

Groupwork
(10)

Colleague
relationships Inclusion
(26)
practices (1)

Student:Tea
Noncher ratio
Teacher
academic (1) (5)
modeling (3)

Nonacademic
time (11)

Teacher selfreflection (4)

IEP
Manage
ment
needs
(11)

Access
resource
s
independ
ently
(12)

Whole
classroo
m
supports
(10)

Colleagu
e
Relation
ships
COVID Choice
(10)
(13)
(19)

Whole
Classroo
m
supports
(18)

Student
grouping
s (3)

Indepen
dent
Access
Student Progress Student Inclusio to
Teacher
grouping monitori advocati n Design supports Role
Choice
s (15)
ng (4)
ng (24) (7)
(1)
(14)
(14)

Choice (12)

Rapport (1)

T5

Opportu
nities for
choice
(13)
School
culture
(12)

Direct
conversa
tions
(15)

Whole
classroo
m
supports
(18)

Choice
(9)

School
culture
(7)

Relation
Barrier: ship
Student Direct
Time
building Awarene Instructi
(10)
(5)
ss (17) on (3)

Choice
(7)

Relation
SEL
ship
SEL
program building focus
(11)
(12)
(18)

Approac
hing
different Student Student
subjects grouping grouping Choice
(3)
s (9)
s (3)
(23)

Peer to
Peer
support
(4)

Colleagu
e
Relation
ships
(29)

Relation
ship
building
(8)

Choice
(25)

Relation
ship
building
(10)

Student
selfadvocati
ng (4)

Relation
Taking
ship
on
building Groupin teacher
(10)
gs (24) role (19)
Working
Student collabor
Awarene atively
ss (21) (6)

Working
collabor
atively
with
peers (5)

Promoti
ng
independ
ence
COVID Comfort
(15)
(2)
Zone (3)
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COVID (23)

Relation
ship
Student
building
COVID (3) awareness (3) (17)

Work
collaborativel Barrier:
y (3)
Time (11)

Tech Devices
(20)

Transitio
n from Peer to
elementa Peer
ry (2)
(12)

Direct
Convers Student
ations
awarene
(21)
ss (7)

Student
seating
(2)

Indepen
Student dent
Risk
grouping Resourc taking
s (17)
es (6)
(36)

Taking
on
Student SelfTech
teacher awarene Advocati Advocat device
role 20) ss (11) ng (25) e (17)
(21)

Access
School
Colleague
support
Expectations Relationships
indepently (3) (8)
(19)

NonClassroo
academi Decision m
c time
making culture
(7)
(6)
(12)

Relation
ship
building
(22)

HS
Transitio
n
IEP
support Process
(9)
(20)

Direct
Instruction
(4)

Working
collabor
atively
(7)

Nonacademi
c skill
work (8)
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e
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ships (7)

Working
Transparency
collaborativ with students
ely (15)
(3)

CLassro
om
expectati
ons (5)

Working
collabor
atively
(4)

Support
Student
independence Groupings
(7)
(8)

Seating (14)

Contribu
ting
Take on
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the
group
IEP
teacher Comfort Student work
Process
role (15) zone (8) past (15) (26)
(13)

Classroom
Groupings (1) setup (2)

Valuing
student input
(4)

Peer
Peer
supports Participa Rapport support
(5)
tion (6) (3)
(13)

Students
taking on
teacher role
(11)

Access
supports
independ
ently (5)

Advocating
(12)

Decision
Making (8)

Choice (8)

Access
supports
independentl
y (18)

Student
advocating
(30)

Classroom
expectations
(17)

Risk
taking
(25)

Transitio
n
Teacher
process modelin
(6)
g (42)

Decision
making Advocati
(11)
ng (17)

Direct
Decision Convers Student
making ations
awarene
(17)
(11)
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Classroo
e
members Decision m
Comfort
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of group making culture Zone
Comfort ships
(3)
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(10)
(13)
zone (7) (22)

Risk
taking
(13)

Teacher
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responsibilit communicatio modelin Time
ies (5)
n (20)
g (41)
(11)

Risk
taking
(34)

Contribu
ting
members
group
Advocati work
ng (20) (26)

Cooperat
ive
learning School
groups culture
(8)
(24)

Contribu
ting
Member
s in
Groups
(6)

Direct
Convers Risk
ations
taking
(8)
(14)

Peer
Goal
Tutoring setting
(8)
(8)

Classroo
m
Transpar Teacher Decision Peer
Tech
Risk taking Teacher
culture ency
modelin making tutoring Device
Whole Person (3)
modeling (29) (7)
(10)
g (29)
(7)
(11)
(6)
Student selfperceptions
Rapport (10) (3)
Choice (10)

Classroo
m
expectati
ons (19)

Peer
Peer
Risk
Advocati tutoring tutoring taking
ng (9)
(4)
(3)
(6)

Tech
Device
(6)

IEP
process
(13)

Opportu
Expectat nities for
ions (4) PD (7)
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Emphasis on
whole student Teaching
Risk-taking
(5)
practices (2) (23)

IEP
process
(24)

Teacher
Modeling
(26)

Explicit
Decision
expectations
making (26) (4)

Taking
on
IEP
teacher
goals (5) role (4)

Student
contributing
members (7)

Inclusio
n
Clear
Student
practice expectati
Choice (18) advocating (4) (5)
ons (12)

Time (Not
enough) (7)

Student
groupings
(24)

Peer to Peer
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(28)
Agency (6)

Classroom
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Tech
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(9)
Classroo
m
expectati
ons (10)
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(12)
(2)

Choice
(12)

Schoolwide
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(27)

Decision Goal
making setting
(4)
(4)

Direct
Conversatio
ns (6)
COVID (5)

Contributing
members to Transition
group (37) Service (9)
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e
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ships
(12)

Contribu
ting
member Peer
of group support
work (5) (2)

Peer to
Peer
(12)

Valuing
Student
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Classroo
Schoolw Direct
m
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COVID expectati Modelin expectati ication
(1)
ons (8) g (15)
ons (8) (19)

Whole
Student
Teacher School
Classroom empowerment Comfort Modelin culture
supports (3) (14)
zone (9) g (11)
(7)
Teacher
knowled
ge of
SelfDetermi
nation
(25)

Classroo
m
Risk
expectati taking
ons (14) (5)

Student
seating
design
(14)

Colleagu
Direct
e
SelfPeer
Student Convers
commun
awarene supports grouping ations
Modelin ication
ss (4)
(3)
s (2)
(10)
g (5)
(21)

Inclusion
practices (14)

Teacher
knowledge of
SelfTech Devices Risk taking Determination
(4)
(22)
(20)

Taking on
teacher role
(20)

Tech
device
(5)

Commu
nication
Teacher Take on of
Modelin teacher expectati
g (32)
role (12) ons (7)

Risk
taking
(12)

Teacher
knowled
ge of
SelfPeer
determin Inclusio
Supports ation
n design
(8)
(30)
(14)

Individu
Nonal
academi
student
c focus Transpar supports
(3)
ency (4) (14)

IEP
Transitio
n
process
(5)

Teacher
knowled
ge of
selfdetermin
ation (8)

Inclusio
n
practices COVID
(9)
(5)

Explicit IEP
conversa Process
tions (2) (3)

Student
empowe
rment
(14)

Student
empowe
rment
(6)

Student
Empowe
rment
(5)

Teacher
knowled
ge of
selfdetermin
ation (8)

Teacher
Teacher
knowled
knowled
ge of
ge of
Selfselfdetermin Barrier: determin
ation
Time
ations
(28)
(12)
(5)
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IEP
Managing
Management student
Needs (1)
needs (3)

Student
Peer
independence Tutoring
(4)
(17)

IEP Process
(8)

Peer
Exclusio
tutoring n of
(2)
SWD (3)

Classroom
practices (8)

Adult/Colleag
ue
relationships Tech Device Opportunities
(26)
(1)
for PD (1)

Risk Taking
(5)

Goal
Barrier: Setting
Time (8) (2)

Student
empowe
rment
(1)

Student
selfreflectio
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Balance
school
expectati
ons (5)

Teacher
knowled
Classroo ge of
m
selfenviron determin
ment (7) ation (2)

IEP
Process
(7)

Tech
devices
(10)

Student take Non-academic Student Peer
on teacher skills support behavior models
role (6)
(17)
(7)
(4)

Direct
Communicati Teacher
on w/
modeling
Students (4) (17)
Inclusion
practices (9)

Goal
Setting
(2)

Classroom
expectations
(22)

Classroo
Direct
m
communicatio expectati Student
n (16)
ons (17) past (7)
IEP
Transpar process
ency (1) (4)

Teacher SDT Student past
knowledge
experience
(11)
(10)

Commu
nication Student
with
supports
home (8) (4)

Student
awareness
(24)

Student
Past
experien
ces (18)

Peer
supports (4)

Teachers
Student
SDT
Empowermen knowledge
t (1)
(20)

School
Culture
(34)

Consideration Student
to student
awareness
past (2)
(12)

Behavior
Strategie
s (17)

IEP
Inclusion
Process/Imple practices
mentation (5) (14)

Colleagu
e
Collabor
ation
(11)

Professi
onal
Develop
ment
Opportu
nities (5)

Prof
Develop
ment
Opportu
nities (2)

Student
Awarene
ss (4)

HS
transitio
n
supports
(9)
Nonacademi
c skills
support
(14)
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Professional
development
opportunities
(4)
Progress
monitoring
(19)

Professional
development
opportunitie
s (1)

Curricul
um (3)

SEL (10)

Family
Commu
nication
(8)
Professi
onal
develop
ment
opportun
ities (4)
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Appendix H
Initial Codes Across Participants
1

Teacher
Context
(67)

2

3

4

5

6

7

8

9

Teacher
knowledge
of SelfInclusion
Determinat Design
ion (126) (21)

Collaborati
ve
members
in groups
(8)

Individuali
zed
Classroom
Practices Choice
(70)
(157)

Inclusion
practices
(52)

Collaborati
ve
members
(3)

Whole
classroom
Direct
Explicit
supports
Providing communic expectatio Comfort
(58)
choice (13) ation (35) ns (12)
Zone (40)

10

11

12

13

Schoolwid
Direct
e
Student
Colleague Student
Student
conversati expectatio Risk taking groupings Relationshi advocating Awareness
ons (71)
ns (43)
(198)
(98)
ps (170)
(28)
(113)
Student
Colleague selfSelfGroupings communic advocating awareness
(25)
ation (41) (4)
(4)

Working
collaborati Classroom Opportunit
vely with culture
ies for
peers (5) (29)
choice (13)

Direct
Communic
ation w/
School
Student
Students
Expectatio Participati seating
(4)
ns (8)
on (6)
design (14)

Adult/Coll
eague
Selfrelationshi Advocatin
ps (26)
g (25)

Work
Classroom Decision
collaborati environme making
vely (35) nt (7)
(83)

CLassroo
Communic m
ation with expectatio
home (8) ns (70)

Seating
(14)

Student
Colleague
selfCollaborati Advocatin perception
on (11)
g (58)
s (3)

Cooperativ
e Learning Classroom
Groups (8) setup (2)

Family
Clear
Communic expectatio
ation (8)
ns (12)

Teaching
Student
practices
seating (2) (2)

Routine (1)

Balance
Explicit
school
conversait expectatio
ons (2)
ns (5)

Student:Te Teacher
acher ratio responsibil
(5)
ities (5)
Agency (6)

Transparan
cy with
students
Expectatio
(3)
ns (4)

Teacher
selfreflection
(4)

Student
advocating
(30)

Advocate
(17)

Student
selfreflection
(10)
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Approachi
ng
different
subjects
(3)

Communic
ation of
Transparan expectatio
cy (24)
ns (7)

Direct
Instruction
(7)

14

15

16

17

Professional
Developme
Taking on nt
Student
Peer
teacher role Opportunite empowerme tutoring
(97)
s (16)
nt (41)
(63)

18

19

20

Access
resources
IEP
independent Managemen COVID
ly (12)
t needs (12) (69)

Students
taking on
Opportuniti Valuing
teacher role es for PD
Student
(17)
(8)
input (9)

Independent
Peer to Peer Access to
Managemen
support (16) supports (1) t Needs (3)

Take on
Teaching
teacher role School
Modeling
(12)
Culture (97) (250)

Peer
supports
(35)

Teacher
role (14)

21

22

23

24

25

Relationshi
Tech
Resources - IEP Process p Building Student past
Device (84) Barrier (1) (98)
(88)
(22)

Barrier:
Time (40)

Nonacademic

Student past
experience
(28)

Barrier:
Time (52)

Nonacademic
time (18)

Considerati
on to
student past
(2)

Exclusion
of SWD (3)

Access
support
Peer to Peer indepently
(12)
(26)

Individual
student
supports
(14)

Nonacademic
skill work
(8)

Whole
Person

Curriculum
(3)

Peer to Peer Support
Reltionship independen IEP goals
s (28)
ce (11)
(5)

Nonacademic
focus (3)

Whole
student (5)

Contributin
g members Independent Progress
group work Resources monitoring
(103)
(6)
(23)

Nonacademic
SEL
skills
program
support (31) (11)

Promoting Managing
independne student
ce (15)
needs (3)
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Student
contributing
members
(7)

Goal
Setting (16)

Groupwork
(10)

Transition
from
elementary
(2)

SEL (10)

Student
relationship
s (4)

HS
Transition
support (18)

Behavior
Strategies
(17)

Peer models
(4)

Transition
Service (9)

Student
behavior (7)

Student
supports (4)
Transition
process (6)
IEP
Transition
process (5)

Rapport
(14)

SEL focus
(18)
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Appendix I
Development of Revised Themes
Teacher
Context
(67)

Teacher
knowledge of
SelfDeterminatio
n
(130)

Inclusion
Practices
(73)

Teacher
Context
(67)

Teacher
knowledg
e of SelfDetermin
ation
(130)

Inclusion Inclusion
Design
practices
(21)
(52)

School
Schoolwide Culture
Culture (159) (97)

Balance
school
Schoolwide School
expectatio expectation Expectation Exclusion Curriculum
ns (5)
s (43)
s (8)
of SWD (3) (3)

Professio
nal
Developm
Professional ent
Opportunit
development Opportuni ies for PD
(24)
tes (16)
(8)

Classroom
culture
(97)

Whole
classroom Classroom Classroom
supports culture
environmen Classroom
(58)
(29)
t (7)
setup (2)

Providing
choice
(183)

Choice
(157)

Student
awareness
(130)

Student
Student
SelfselfAwarenes awareness reflection
s (113)
(4)
(10)

Providing
choice
(13)

Routine (1)

Opportuniti
es for
choice (13)
Student
selfperceptions
(3)

IEP
IEP process process
(98)
(98)

Decision
Making
(83)

Monitoring
of Student
Progress
(88)

Decision
Making
(83)

Transition
Progress
from
IEP goals monitoring Goal
elementary
(5)
(23)
Setting (16) (2)

HS
Transition
support
(18)

IEP
Transition Student
Transition transition
Service (9) supports (4) Process (6) process (5)
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Risk
Risk taking taking
(244)
(198)

Students take
on Teacher Taking on
Role
teacher
(140)
role (97)

Peer
Supports
(158)

Student
Groupings
(162)

Peer
tutoring
(63)

Comfort
Participatio
Zone (40) n (6)

Students
taking on
teacher
role (17)

Take on
teacher role Teacher
(12)
Role (14)

Peer to
Peer
support
(16)

Peer
supports
(35)

Student
Student
relationsh groupings Groupings
ips (4)
(98)
(25)

Relations
Relationship hip
Nonbuilding
Building academic
(163)
(88)
(1)
Contributi
ng
members
Collaborative group
work
work
(179)
(103)

Students
SelfStudent
Advocating advocatin
(168)
g (28)

Nonacademic
time (18)

Peer to
Peer (12)

Peer to
Peer
Reltionship Peer
s (28)
models (4)

Student
seating
Seating
design (14) (14)

Student
seating (2)

Student:Te
acher ratio
(5)

Nonacademic
skill work
(8)

Nonacademic
focus (3)

Nonacademic
skills
support
(31)

Rapport
(14)

Collaborati
ve
members
(3)

Working
collaborativ Work
Cooperativ
ely with
collaborativ e learning
peers (5)
ely (35)
groups (8)

Student
Collaborati
contributin
ve
g members Groupwork members in
(7)
(10)
groups (8)

Student
selfSelfStudent
advocating Advocating Advocating advocating
Advocate
(4)
(25)
(58)
(30)
Agency (6) (17)

IEP
Individual
Individualize Managem Managing student
d Supports ent needs student
supports
(186)
(15)
needs (3) (14)

Individuali
zed
Classroom
Practices
Tech
(70)
Device (84)

Independent
access to
supports
(71)

Access
support
indepently
(26)

Access
resources
independe
ntly (12)

Independe
nt Access Promoting
to supports independne
(1)
ce (15)

Support
Independen
independen t Resources
ce (11)
(6)

Direct
communicati
on with
Direct
Direct
Students
conversati communic
(147)
ons (71) ation (35)

Direct
Communic
ation w/
Communic Explicit
Transparan
Students
ation with conversaito cy with
Transparan
(4)
home (8)
ns (2)
students (3) cy (24)

Emphasis on
whole
Student
Student
(121)
past (22)

Considerati
on to
student past Whole
(2)
Person (1)

Student
past
experience
(28)

Whole
student (5)

SEL
program
(11)

SEL focus
(18)

SEL (10)

Behavior
Strategies
(17)

Student
behavior
(7)
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Student
Empowerme Student
Valuing
nt
empower Student
(50)
ment (41) input (9)
CLassroo
Communic
Classroom m
Clear
Explicit
aiton of
expectations expectatio expectatio expectation Expectation Expectation
(105)
ns (70)
ns (12)
s (12)
s (4)
s (7)
Adult/Coll
Colleague Colleague eague
Colleague Teaching
Collaboratio Relations relationshi Collaborati practices
n (221)
hips (170) ps (26)
on (11)
(2)
Colleague
Colleague communi
Communicati cation
on (41)
(41)

Modeling
behaviors
and
Teacher
expectations modeling
(250)
(250)
Barriers
(129)

Resources
- Barrier Barrier:
Time (Not COVID
(1)
Time (52) enough) (7) (69)

Teacher
Teacher
selfresponsibili reflection
ties (5)
(4)

Approachin Direct
g different Instruction
subjects (3) (7)

Colleague
Interactions
(1)
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Appendix J
Example of Quality Indicator Coding
Line

So in each of my units I’ll
have a reference sheet thats
on a colored piece of paper
and I am frequently
referring studnets back to
that.

I get the sense he has a past
that did not necessarily care
to foster friendships and is
now at the point where he is
tired of the negative light
shining down upon him.

Preliminary
Jottings

Initial
Codes

Theme

Quality
Indicator

Sample Indicators

Guide and support toward
independence.

Explicit communication to guide
SWD in accessing supports.
Shifting away from the teacher
hand holding and putting that onus
onto the student. Making the way
to access and the types of supports
part of the classroom norms.
Referring students back to the
supports will emphasize the
importance, and get them into the
habit of accessing them on own.

Rapport with peers

When trust is built amongst SWD
it can foster general relationship
building amongst peers that can
transcend a lesson. What does this
mean? It might not mean they are
life long friends, but it cultivates a
teammate within the classroom.

Consistent resource
to refer back to
independently.

Independent
Independent
Access to
QI 6
Not just provide the resource
Supports
resources but
cultivate the norm of
using it.

Prior school
experiences
impacting. What can
Emphasis on
we purposefully do Student past the whole
QI 7
as teachers to flip
student
the narrative they
have?

So for me I was like this is
an opportunity for him to
be the star student. The
Teacher has the
Student
Relationship
second student then wants ability to spark a
QI 5
relationships building
to have a conversation
sense of excitement
about this text and for me to
be like oh he's an expert!

Journal/Memos

Really being intuned of student
progress and taking advantage of
the opportunities to shine a light
on a student when they are feeling
Positive rapport with peers confident about something. This
/ Students take on the
can support their confidence, but
teacher role
then help them support their peers
and feel good around their peers.
When they feel this way they will
be more inclined to develop their
relationships.
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APPENDIX K
Coding Manual
Name

Description

Colleague Collaboration

Includes references to collaboration and communication amongst the staff members in
the school setting. This included but wasn’t limited to planning process, interactions in
front of students and delegating roles in the classroom.

Student Awareness

Any information teachers shared regarding the opportunities presented to students in the
academic setting to support their understanding of themselves as learners.

Risk Taking

This category included participant references to opportunities in the classroom for
students to take on risks, and the supports, or lack thereof, to guide them in these
scenarios.

Fostering Relationships

Any information shared that related to encouraging relationships amongst students and
their peers.

Promoting Student Independence Any participant reference to opportunities and guidance for students to advocate for
themselves.
Communication of Expectations

This included all references about expectations that made up the classroom culture, and
how these expectations were communicated to students.

Modeling

This category encompassed all references to teachers and other staff members using
modeling as a strategy in the classroom.

Barriers

Any time a participant referenced barriers in the classroom or school setting which
prevented them from implementing a method or strategy as they would have liked.

